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ABSTRACT
Problem
The purpose of this study is to investigate four questions:
1.

Are students' reading achievement gains that are attained
through participation in a remedial reading program during
the sophomore year retained throughout high school?

2.

Does participation in a secondary remedial reading program
affect students' general school-related behavior?

3.

What benefits do students perceive from participating in a
remedial reading program?

4.

What recommendations can be made to improve the existing
remedial reading program at Red River High School in Grand
Forks, North Dakota?
Procedure

Identified from reading achievement and nonverbal IQ scores and se
lected from the 1973-74 sophomore class, 49 experimental students, 27 girls
and 22 boys, received remedial reading instruction based on individual,
diagnostic reading evaluations in small classes of 10 to 15 students for
one hour each day of the school week.

Thirty-four experimental students re

ceived remedial instruction for the full academic year; 15 received remedial
instruction for at least nine weeks but for less than a full academic year.
Forty-nine control students were matched with experimental students on the
factors of sex, grade level, reading achievement, and nonverbal IQ.

All of

the students in the study were enrolled in Grand Forks public schools from
the fall of 1972, when the students were in the seventh grade, through Febru
ary, 1976, when the students were in the 12th grade.
vi ii

To examine differences between the experimental and control groups
the students' following school-related behavior variables were compared:
IQ; reading achievement in grades 9 and 12; grade point averages (GPAs)
in grades 9, 10 and 11; school absences in grades 9, 10, and 11; class cuts
in grade 1 1 , suspensions from school in grade 1 1 , and attitudes toward
reading in grade 12.

Data for each of these variables was collected either

from school records or from the results of the four evaluative instruments:
reading subtests from the Iowa Test of Educational Development, Form X-5;
the Lorge Thorndike Intelligence Tests; Student Views Toward Reading Atti
tude Survey, and the Guy Reading Q-Sort.

The data was analyzed through

analysis of variance, analysis of covariance, computation of adjusted means,
and determination of correlation coefficients.
Results
Remedial reading instruction in grade 10 did not appear to signifi
cantly affect students' reading achievement in grade 12.

There was no sig

nificant differences between students who had participated in the reading
program for a full year and students who had participated for only part
of the year.

However, experimental students who made the greatest gains in

reading achievement scores could be identified at the ninth grade level by
their high IQ scores (ja < .05), low GPAs (jd <.05), and large number of
school absences ( £ < . 0 5 ) .
Remedial reading instruction in grade 10 did not appear to significantly
affect students' school-related behavior, as identified by the selected
behavior variables, either during the year students participated in the read
ing program or the year following remedial instruction.

There was no sig

nificant difference on any of the behavior variables between students who
ix

had received remedial instruction for a full year and students who received
remedial instruction for only part of the year.

Experimental students who

made the greatest gains in reading achievement scores had the most positive
attitudes toward reading in grade 12 (P < .05).
Experimental students' responses on the Q-sort indicated that students
felt remedial reading instruction improved their reading ability.

Experi

mental students also indicated that remedial reading instruction did not
affect their success in school.

Those experimental students who had the

greatest gains in reading achievement scores indicated that following remedi
al instruction they experienced greater enjoyment from reading activities
and from discussions concerning their reading activities.
Cone!usions
The results of this study supported earlier researchers' conclusions
that short-term compensatory education does not produce significant long
term effects on objective measures of students' reading achievement or
school-related behavior.

This study also supported earlier researchers'

conclusions that students perceive positive effects of remedial instruction
which either are not or cannot be determined by available assessment in
struments.
Recommendations
To improve the current Red River High School reading program, these
major changes were recommended:

(1) The reading program should be expanded

to include both developmental and remedial reading services for all students;
(2 ) the school's reading specialist should serve both as a reading teacher
and as a consultant to content area teachers; and (3) the remedial aspects
of the reading program should be expanded in duration.
x

CHAPTER I
DEFINITION OF THE PROBLEM
Introduction
In the last 25 years the reading ability of students at the secondary
level has received extensive discussion in professional and lay journals and
textbooks, educational conferences and research, and even in congressional
hearings.

Parents and educators are concerned because high school and col

lege students' scores on standardized tests have dropped in the last 10 to
15 years ("They Shall Not," 1973).
ment in other academic areas.

Reading is a skill necessary for achieve

School behaviors such as student attitudes

and disciplinary problems are also related to reading ability (Harris, 1970;
Bond and Tinker, 1967; Karlin, 1972).

After a child finishes his formal

school education, he can further use reading to attain knowledge of current
events and to gain pleasure in his leisure time (Strang, 1969).
Because the faculty and administrators at Red River High School in
Grand Forks, North Dakota, were concerned about students' reading ability,
a remedial reading program was begun in the fall of 1973.

The purpose of

this study is to evaluate the effect of that reading program on the partici
pating students' reading achievement and school-related behaviors over a
period of four years.
Statement of the Problem
This study will evaluate the relationship between students' partici
pation in a secondary remedial reading program and their subsequent reading
1
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achievement, grade point averages, school absences, class cuts, suspensions
from school, and attitudes toward reading.

It also will discuss students'

perceptions of their participation in a remedial reading program and will
conclude with recommendations for improving secondary remedial reading pro
grams .
Scope
The scope of this study is examining the effects of a remedial reading
program on 49 Red River High School students who participated in a remedial
reading program during their sophomore year in high school and a comparison
group of equal size.

The longitudinal aspect

of this study is based on

selected school behavior variables for the subjects from the 9th grade
through the 12th grade during the years 1972 through 1976.
Sources of Information
The review of literature was obtained through the resources of the
Chester Fritz Library and the Education Research Information Center (ERIC)
located at the University of North Dakota.

Data for students' IQs, grade

point averages, and school absences was identified from the school files,
while information relating students' class cuts and suspensions was received
from the assistant principal's files.

The evaluative instruments that were

used included the reading subtests from the Iowa Tests of Educational De
velopment, the Student Views Toward Reading Attitude Survey, and the Guy
Reading Q-Sort.
The Need for Secondary Reading Programs
The 1970 U.S. Census Bureau report indicates that schools have been suc
cessful and are gaining increasing success in teaching students to read. Only
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1 in 200 people who have had four or more years of school is unable to read
and write at the level of functional literacy (Petre, 1972).

The same study

reports that for whites the illiteracy rate has declined from 1 .6 percent in
1959 to .7 percent in 1969; for minorities it has declined from 7.5 percent
to 3.6 percent.
Although education has emphasized the teaching of reading at the ele
mentary level, a review of the literature indicates that reading instruction
at the secondary level is both desirable and necessary and that secondary
reading programs are being developed.

Although most states require students

to stay in school until age 16, many of these students are unable to read
the required textbooks.

In fact there is greater variability in reading

abilities of students in secondary grade levels than in elementary grade
■evels (Karlin, 1969).

As secondary teachers are becoming increasingly aware

of the range of students' reading abilities, they are becoming decreasingly
dependent on textbooks.

According to Early (1973) teachers are changing their

teaching methods to include more projects, long term assignments, and inde
pendent study.
ing.

These teaching methods often circumvent the teaching of read

One study of 168 high schools indicates that less than 5 percent of

instructional time was devoted to reading instruction in grade 10 and only 3
percent in grade 12 (Karlin, 1969).
While formal reading instruction often ends in the elementary school
as soon as adequate decoding skills are learned, schools and contemporary
society are demanding more complex reading skills.

The kind of reading

instruction used for elementary students is insufficient for the older age
students who have different physiological, intellectual, and emotional
needs (Steryl, 1968).
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Decant (1973) states that high school readers are often deficient in
vocabulary understanding; basic sight vocabulary; word attack and structural
analysis skills; sentence and paragraph comprehension; locating, organizing
and remembering information; reading for specific purposes; and applying
deeper levels of interpretation and critical reading.

The fact that these

students also have narrow reading interests is a result of a failure to main
tain a general interest in reading.

Spache and Spache (1969) state that

. . . interest in reading as recounted in many
decreases from an initially strong position as
Often during the freshman year in high school,
drops quite markedly, and this trend continues
lege years, (p. 2 2 )

studies, generally
children mature.
interest in reading
through early col

The fact that 70 percent of the books read in the United States are consumed
by only 20 percent of the adult readers indicates that many adults never re
gain a strong interest in reading (Ennis, 1965).
Thus there are serious reading problems among high school students.
Although McLuhan has stated otherwise (Karlin, 1972), Zimmerman (1970) con
cludes that modern visual and auditory media have not supplanted the need
for reading skills.

Around 1960, secondary schools began accepting respon

sibility for reading instruction and began introducing reading programs into
the curricula.
In the early 1970's, schools were asked to prove accountability for
the academic progress of their students.

One mother sued the San Francisco

school district for allowing her son to graduate from high school without
being able to read sufficiently to obtain a job.

The Arizona State Board of

Education requires that after 1974-75 high school seniors must demonstrate
ability to read at least at a ninth grade level of proficiency in order to
graduate (Reading Performance Objectives, 1972).

James E. Allen Jr. (1969)

defined reading achievement as the educational goal of the 1970's:

5
We should immediately set
by the end of the 1970's,
all— that no one shall be
and the desire to read to

for ourselves the goal of assuming that
the right to read shall be a reality for
leaving our schools without the skill
the full limits of his capacity, (p. 97)

Purpose of the Study
The purpose of this study is to investigate the effect of a remedial
reading program on secondary students' reading achievement, grade point
averages, absences from school, class cuts, suspensions from school, and atti
tudes toward reading.

Further, it will examine students' perceptions of

remedial instruction.

The resulting information will be used to develop pro

cedures within the reading program and to coordinate with the reading program
activities that will assist students in attaining their potential success in
school.

This study will attempt to answer the following general research

questions:
1.

Are students' reading achievement gains that are attained
through participation in a remedial reading program during
the sophomore year retained throughout high school?

2.

Does participation in a secondary remedial reading program
affect students' general school-related behavior?

3.

What benefits do students perceive from participating in a
remedial reading program?
Hypotheses

In order to examine the above research questions, the following hy
potheses stated in null form will be tested:
1.

In grade 12, there is no significant difference in the reading
achievement test scores between the experimental groups and
control groups when preexisting differences on the same test
in grade 9 are controlled through covariance.

2.

In grade 11, there is no significant difference in grade
point averages between the experimental groups and control
groups when preexisting differences in grade point averages
in grade 9 are controlled through covariance.
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3.

In grade II, there is no significant difference in the number
of school absences between the experimental groups and con
trol groups when preexisting differences in students' 9th grade
absences are controlled through covariance.

4.

In grade 11, there is no significant difference in the number
of class cuts between the experimental groups and control groups.

5.

In grade 11, there is no significant difference in the number of
days students are suspended between the experimental groups and
control groups.

6.

In grade 12, there is no significant difference in attitudes to
ward reading between the experimental groups and control groups.

7.

The students who participated in the reading program do not per
ceive that the reading program affects their reading ability,
reading habits and performance in school, or that it has an impact
on their future.
Terms

Terms used throughout this study are defined as follows:
1.

WR (whole-year reading group) refers to the group of students
who participated in the reading program for a full year.

2.

WR-C refers to the students who served as a control group to
the WR students. The WR-C students did not participate in the
reading program.

3.

PR (part-year reading group) refers to the qroup of students
who participated in the reading program for at least nine weeks,
but less than a full year.

4.

PR-C refers to the students who served as a control group to
the PR students. The PR-C students did not participate in the
reading program.

5.

Experimental group refers to the combination of the WR and PR
groups.

6.

Control group refers to the combination of the WR-C and PR-C
groups.

7.

Remedial reading program refers to classes taught within a
school setting for the specific purpose of teaching reading
skills to students who are reading at least two years below
grade 1 evel.
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8.

Developmental reading program refers to classes taught within a
school setting for the specific purpose of teaching reading skills
to students who are reading one to two years below grade level,
at grade level, or above grade level.

9.

Individualized reading program refers to a reading program with
a philosophy of instruction in which student abilities and weak
nesses are diagnosed and programs are designed for the students
based on their needs. Individual instruction can occur in a oneto-one setting, small groups, or large groups as long as each stu
dent's needs are being met.

10.

Attitude refers to the predisposition or tendency to react
specifically toward an object, situation, or value, usually
accompanied by feelings and emotions and inferred from both
verbal and nonverbal behavior (Kennedy andHalinski, 1975).

11.

Attitude survey refers to an objective measure of a person's
attitude.

12.

ITED refers to the Iowa Test of Educational Development/Assessment Survey, Form X-5.

CHAPTER II
HISTORY OF THE PROBLEM
This chapter includes two sections:

History of Remedial Reading and

History and Current Practices in Secondary Reading Instruction.
History of Remedial Reading
In American Reading Instruction, Smith (1965) outlines the history of
remedial reading instruction.

From 1900 to 1910, congenital alexia or word

blindness was considered the specific cause of reading disability.

During

this period, the major advance in remedial reading was recognition of children
who were having difficulty learning to read and speculation that they could
be helped.

The first remedial procedure, the alphabetic-spelling method, ap

peared at this time.
With the greater use of objective and standardized tests in the period
between 1910 and 1925, the techniques of diagnosing reading difficulties
advanced.

Two of the early pioneers in reading diagnosis were Arthur Gates

and William Gray.

During this period, diagnosis of reading difficulties

usually consisted of a case history, results of standardized tests, and ob
servation of various physical movements the students made as they read.
The term remedial reading first appeared in 1916 in Uhl's article in
The Elementary School Journal (Smith, 1965).

Previously, reading difficulties

of students had been variously termed an inferiority in reading,a reading
disability, or a reading deficiency.

The term remedial reading was in general

usage by 1923-24 (Smith, 1965).
8
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During this period, Grace Fernald originated the kinesthetic remedia
tion technique, opened the first reading clinic, and wrote the first book
concerned with remedial reading techniques.

Three different approaches to

remedial reading instruction were practiced:

(1 ) the alphabetic-spelling

method recommended by the physicians; (2 ) phonics instruction and kinesthetic
approaches practiced by psychologists; and (3) a variety of procedures for
improving oral reading, silent reading, word recognition, and rate of reading
advocated by educators who also emphasized eliminating extraneous body move
ments that accompanied reading (Smith, 1965).
Between 1925 and 1935, the word blindness theory was replaced in popu
larity by Samuel T. Orton's theories associating the cause of reading dis
ability with left or mixed laterality, eyedness, footedness, and handed
ness.

In clinical settings, Fernald's kinesthetic remediation

gained greater popularity and more extensive application.

techniques

Remedial reading

was beginning to appear in public school curricula.
Between 1935 and 1950, the understanding of reading difficulties
gained a major breakthrough in the theory of multiple causation.

Reading

difficulties were no longer thought to result from one specific cause but
from a combination of physical, psychological, and sociological conditions.
After 1935 reading skills first came to be associated with other language
arts skills such as writing and speaking.

Also, during this period the term

remedial reading was defined in 1940 by Gray as follows:
The term remedial reading has been used increasingly during recent
years to refer to the corrective work undertaken by schools with
groups of individuals who are retarded in readinq. (Smith, 1965,
p. 304)
Between 1950 and 1955, the number of doctoral dissertations and titles
pertaining to diagnosis and remediation of reading difficulties in the
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Education Index indicated that interest in remedial reading continued.
ever, by 1955, the interest in remedial reading had declined.

How

Smith (1965)

gives the following possible reasons for this decline in interest in remedial
reading:

the basic work in the area had been completed, remedial reading

was no longer a novelty, and other areas of new interest were being pursued
in the field of reading.
Between 1950 and 1965, there was an increase in the number of other
disciplines analyzing the causes of reading difficulties.

Psychological

studies identified personality factors of the remedial reader and the medi
cal profession proposed treatments for remedial readers.

Other educational

and psychological theories investigated the relationship among reading skills
and developed substrata theories of reading disabilities.

Many reading ex

perts of this period believed in the following generalizations:
1.

Reading difficulties are caused by a combination of multiple
conditions.

2.

A variety of educational tests, materials, and methods should
be individualized to overcome reading difficulties.

3.

A team approach to understanding and solving reading diffi
culties should come from many disciplines including education,
psychology, sociology, and medicine (Smith, 1965).

Postdating Smith's 1965 history of remedial reading, the major con
tribution of the period between 1965 and 1975 is the examination of the cause
of reading difficulties through understanding the process by which reading
occurs (Strang, 1962).

First, through diagrammed textbook models of the

reading process, reading specialists have increasingly emphasized a relation
ship between neurological processes and reading (Harris and Smith, 1972).
In a second new approach, linguistics, the study of language, presents an under
standing of the process through which reading occurs (Smith, 1971; Goodman
and Fleming, 1969).

n
In the last ten years, reading specialists have examined the economicsociological conditions of a child's home life for insight to his reading
problems (Thorndike, 1973).

Also, a greater variety of remedial reading ma

terials have been developed for commercial production.

Some materials have

been specifically developed for students of a particular race, such as Black
students, or for those who live in a particular area, such as predominately
urban students.

The wide use of mechanical devices for teaching remedial

reading has declined in favor of an eclectic approach in which mechanical
devices are supplemented with a variety of materials and methods (Early, 1970;
Decant, 1973; Harris, 1970; Harris and Smith, 1972).
Reading experts have given greater emphasis in the last ten years to
correctly analyzing a student's reading difficulties through formal diag
nostic testing and informal evaluation (Harris and Smith, 1972).

The develop

ment of specific remedial programs for individual students has dominated
remedial teaching.

In addition, remedial instruction has incorporated mass

media materials, such as newspapers, magazines, recipes, labels, directions,
and booklets (Herber, 1970; Sticht, 1974).
History and Current Practices in Secondary Reading
Instruction
In the first two decades of the 20th century, secondary reading in
struction was concerned with only the literary and oratorical values in litera
ture.

However, in the middle decades, teachers were increasingly aware that

not all students achieved the same degree of proficiency through elementary
reading instruction and that reading skills should be taught as long as stu
dents continue to learn (Moore, 1969).
During World War II the reading ability of thousands of young service
men was inadequate for their understanding of simple printed instructions for
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camp life.

The identification of their reading difficulties and the fact

that they were taught to read in a very short time provided an impetus for
discussing the need for reading instruction at the secondary level (Smith,
1965).
The year 1948 marked the beginning of developmental reading in the
high school.

Smith (1965) refers to the 47th Yearbook, Part II of the

National Society for the Study of Education, in which Bond states that secon
dary reading is "continued refinement and development of the same type of
abilities that were being developed in elementary school and continues as
long as the individual continues to learn." (p. 297)
Although some researchers have noted the existence of secondary read
ing programs between 1948 and 1960 (cited in Early, 1960), Early concludes
in a 1960 article in The Reading Teacher that "reading in the secondary school
is 'unexplored territory.1" (p. 286)

Between 1960 and 1965, secondary

schools began to initiate developmental reading programs, which usually ap
peared first in grades seven and eight (Smith, 1965).
Passage of the 1965 Elementary and Secondary Education Act (ESEA)
provided school districts with federal funds to finance additional staff
and materials for secondary school reading programs.

In the interval be

tween a 1963 pre-ESEA study and a 1968 post-ESEA study, Martin (1969) noted
a 12 percent increase in the number of Upper Midwest secondary schools pro
viding reading instruction for more than one-third of their remedial read
ers.
ESEA:

By 1972, Oregon's secondary reading programs showed two results of
72.9 percent of the programs were less than six years old and a ma

jority of the programs received federal funds (Geil, 1972).

Forty-seven

percent of the Midwest schools received one-half of their budgeted reading
program funds from federal sources (Martin, 1969).
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Reading experts support secondary developmental reading programs and
advise each subject area instructor to teach specific content area skills
(Herber, 1970; Karlin, 1972; Decant, 1973).

However, throughout the country,

secondary school reading programs are generally remedial programs isolated
from content areas, denied total faculty involvement, and taught by an Eng
lish teacher untrained in the teaching of reading.

(Lietwiler, 1967; Weppner,

1965; Graham, 1969; Jeffers, 1971; Geil, 1972; Owen, 1970; MacGuire, 1968).
Current secondary remedial reading programs display the following character
istics:
1.

Students are selected on the basis of standardized test
scores or are referred by teachers and counselors.

2.

Programs reach less than 20 percent of the schoof population.

3.

Students in remedial reading programs meet for one hour each
of five days a week and receive credit for the reading course.

4.

Programs use mechanical devices and multi-level reading ma
terial s .

5.

Evaluation procedures are inadequate.

6.

In classes of 10 to 20, students are instructed on an indi
vidual, small group, or whole group basis.

7.

If the staff does not include a special reading teacher, an
English teacher usually assumes the responsibility for read
ing instruction.

8.

Reading programs are offered more frequently at the junior
high than at the senior high level.

In a more recent survey of secondary reading practices throughout the
United States, 89 percent of the state departments of education required
developmental reading in combination with other programs at the secondary
level, whereas only 46 percent of the state departments required remedial
reading programs in combination with other programs (Freed, 1973).

In the

14
same study, 68 percent of the surveyed school districts required developmental
reading in combination with other programs, and only 61 percent required
remedial reading in combination with other programs.

This may indicate the

beginning of a trend toward developmental reading programs at the secondary
level.

At the present time, however, state certification does not require

and teacher preparation colleges do not offer sufficient courses for secondary
teachers to adequately prepare for teaching reading as a specific course or
in conjunction with major content areas (Estes and Piercey, 1973; Bowren, 1969;
Farr, Laffrey, and Brown, 1970).
Many reading specialists have defined guidelines for organizing
secondary remedial or developmental reading programs and methods of teaching
reading within content areas (Early, 1970; Decant, 1973; Karlin, 1972; liafner,
1974; Herber, 1970; Stahl and Ottenberg, 1968).

The recommended guidelines

for secondary reading programs include the following provisions:
1.

Continuous reading instruction from elementary school through
high school

2.

Adequately trained reading specialists

3.

Cooperation and involvement of all staff members and adminis
tration

4.

Flexibility and suitability for the particular school and
students

5.

Adequate equipment and facilities including a well-stocked
1 ibrary

6 . Complete diagnosis of students' reading problems
7.

Eclectic teaching methods

8.

Continuous evaluation

9.

Commitment to the goal of enabling each student to reach his
potential reading ability.
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This review of the history of remedial reading and the history and
current practices in secondary reading instruction indicates that remedial
reading, as it is defined in this paper, is an older concept than is the
concept of secondary reading instruction.

However, both disciplines are

sufficiently developed and researched to provide an adequate basis for com
parison with the research presented in this study.

The next chapter presents

a review of the reported research that is specifically related to the hy
potheses identified for this study.

CHAPTER III
REVIEW OF LITERATURE
This chapter discusses the reported research on the students' school related behavior variables selected for this study.

Under each sub-heading,

a review of the literature is reported for one of the variables:

reading

achievement, grade point average (GPA), school absences, disciplinary prob
lems, student attitudes toward reading, and school in general, and the stu
dents' perceived benefits from participating in a remedial reading program.
One section relates the long-term effects of remedial reading programs.
Finally, reported criticisms of research on remedial and secondary reading
programs are presented.
Reading Achievement
A number of investigations reported by Karlin (1969) describe the read
ing ability of secondary students.

In one large metropolitan school system,

40 percent of the freshman and sophomores were reading below their potential
ability, and more than 23 percent of the high school students were reading
two or more years below grade level.

Reading experts estimate that as many

as 25 percent of the students lack the reading skills they need to read text
books with the comprehension expected of them (Karlin, 1969).
Girls have a slight advantage over boys in developing reading skills.
This is particularly true for younger age groups and for those who are within
the below average and normal ranges of intelligence.

As intelligence and

age increase, the difference between boys' and girls' reading achievement
16
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decreases.

The number of boys with serious reading problems outnumbers girls

by about four to one (Karlin, 1969).
The majority of reported studies on the effect of remedial reading pro
grams are evaluations of reading programs using ESEA funds.

In an evalua

tion of ESEA Title I projects in Texas, test data revealed .8 of one month's
gain for each month of reading instruction (Annual Report of , 1973).

Other

research supported by pretest and posttest scores indicates from one to three
month's process for each month of reading instruction.

(Carton, 1967;

Evaluation of the, 1968; Hoyt, 1973; Kruger, 1971; Reidelberger, 1972; Uroff,
1972).

For students in a Texas community college, Rice (1971) found that

students in both the College of Arts and Sciences and students in the Techni
cal and Vocational and Business Division, made gains on the Nelson-Denny read
ing test after only one semester of remedial reading.

According to Rice,

the students' greatest gains in descending order were in reading speed,
vocabulary, and comprehension.
However, not all research indicates gained reading achievement scores
following remedial instruction.

Van Gilder (1969) found no significant dif

ferences on a posttest of reading achievement between Title I and non-Title I
students when variables such as pretest, IQ, self-concept, and family reading
environment were controlled.

Between remedial readers in a special reading

class and remedial readers in regular classes, Smith (1967) found no signifi
cant posttest differences in speed, accuracy, vocabulary, and comprehension.
Other corroborating research is reported by Gwaltney (1971), Keating (1967),
and Rice (1971).
In addition to increasing their scores on reading achievement tests,
students increase their rate of reading progress during participation in a
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remedial reading program.

One study indicated that for the first time in

their academic careers, students involved in a remedial reading program showed
significant improvement in reading (Graphics Expression Reading, 1974).
Diagnosed as reading one or more years below their grade level, Minneapolis
students made gains in vocabulary and comprehension from two to six times
greater than could be expected from their previous progress (Evaluation of
the, 1972).

In a Minneapolis Title I program involving children reading one

or more years below grade level, 80 percent of the students made greater
grade equivalent gains on comprehension tests than could be expected for the
length of time they received instruction (Clark, 1973).

Other corroborating

research reports that students' rates of learning are increased during remedi
al reading

instruction (Clark and Marty, 1973; Evaluation of the, 1968;

Guttinger, 1972; Model Programs:

Reading.

The, 1971).

Because vocabulary and reading comprehension are closely related, vo
cabulary is the most often identified factor in reading comprehension, and
high oral language development correlates positively with competence in
reading (Karlin, 1969).

Vocabulary gains of .39 years progress are reported

for one semester of remedial instruction and 1.13 year's progress for two
semesters of instruction (Strengthening Reading Services, 1967).

Other research

also indicates gains in vocabulary following remedial reading instruction
(Hoyt, 1973; Model Programs:

Reading.

Summer, 1971).

In a Minneapolis

Title I program involving children reading one or more levels below grade
level, 64 percent made greater grade equivalent gains in vocabulary than could
be expected for the length of time they received instruction (Evaluation of
the, 1972).

In a junior high remedial reading program for potential school

dropouts, vocabulary subtest score gains for the experimental group were
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significant (Ahrendt, 1969).

In the same study, the experimental group also

scored higher than controls in a transfer of knowledge test using acquired
vocabulary.
Gains in reading speed after remedial reading instruction often remain
unreported because most remedial programs emphasize comprehension and vo
cabulary, rather than reading speed.

However, evaluations that include a pre

test and posttest measure of reading speed generally report reading speed
increases during remedial reading instruction (Eccles and Moodie, 1971; Staats,
1967).
Reading experts have analyzed the effects of other factors such as
sex, intelligence, number of hours of remedial instruction, and methods of
instruction on students' gained reading achievement.

One study of posttest

reading scores showed that college females had significant increases on com
prehension and rate subtests; whereas males showed significant increases in
reading composite score but not on comprehension, vocabulary and rate subtest
scores (Rice, 1971).

Following specific reading instruction, students with

higher IQ test scores achieve higher scores on reading tests than those with
average or below average IQ scores (Fillman, 1969).
al hours may or may not affect reading progress.

The number of instruction

In a follow-up study of

reading achievement, one study found that there was no difference among those
who spent one, two, or three semesters in a remedial reading program (Rider
and Davidow, 1970).

However, Kiesling (1972) found a close relationship

between the reading gains and instructional time; the relationship was es
pecially obvious in reading programs staffed with trained reading specialists.
Other research corroborating Kiesling is reported (An Evaluation o f , 1972).
Gains in reading achievement and study habits for college students are greater
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in remedial reading programs which use an individualized approach rather
than a teacher-directed approach (Phillips, 1970).
This review of literature indicates that students increase their rate
of reading progress during a remedial reading program and that students at
tain a higher level of reading achievement following remedial instruction.
Gains in specific areas of reading are often correlated with the kind of in
struction and the students' predisposition to remedial instruction.
Grade Point Averages
Grade point averages (GPA) are an indication of the students' academic
success in school.

Reporting Fay's study, Karlin (1969) noted that students

with superior reading ability made significantly higher achievement in social
studies than students with lower reading ability.

Karlin also reported a

Carter study which indicated better readers have higher averages, study better,
and are happier in school than poorer readers.

Howington (1966) found that

students with high GPAs are more likely to stay in school than those with low
GPAs.

Further, she found that those who stay in school express less diffi

culty with reading and have better feelings about their reading achievement.
There appears to be a significant relationship between reasoning abil
ity and reading achievement.

Karlin (1969) reported several studies which

support the relationship between reasoning ability and reading achievement.
These studies indicate the following generalizations:
1.

Advanced readers display greater competency to think abstractly
than poor readers.

2.

Superior readers show a greater ability to form concepts than
poor readers.

3.

The relationship between IQ and reading ability increases with
chronological age.
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Reading achievement is significantly related to intelligence:
who are better readers are usually the more intelligent students.

students
The inter

relation between intelligence and reading may predict academic success.

In

analyzing some factors of eighth grade remedial students and their subsequent
academic improvement, Greenwood (1972) found the following relationships:
1.

There was no significant difference in GPA gains from grade
seven to grade nine between those who received remedial in
struction and those who did not.

2.

Among students who received remedial instruction, the higher
verbal IQ students experienced greater GPA gains than the lower
verbal IQ students, but the middle verbal IQ students experi
enced greater GPA gains than either of the other two groups.
However, the differences in GPA gains among the groups was not
significant.

3.

There was a significant correlation between the students' gains
in reading comprehension during reading instruction and their
subsequent GPA gains from grades seven to grade nine.

Several studies relate remedial reading instruction and subsequent col
lege grades. Students who took a college remedial reading course received high
er GPAs in succeeding semesters (Sargent, 1970).

Other corroborating re

search is reported by Turner, Zais, and Gatewood (1974).

In contrast, Regens

burg (1966) found that although experimental students showed significant gains
in reading ability, there was no significant difference in GPAs between col
lege students who participated in a reading program and those who did not.
He further found that lower social class students had a greater need for
remedial reading than upper social class students, but that social class
distinction did not affect students' willingness to enter remedial reading
programs.
In a review of reported research, Pedrini and Pedrini (1975) found
that reading ability is not always related to college grades.

They suggest

that reading ability is more related to grades from courses dependent on
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reading than to total GPA.

Pedrini and Pedrini found that vocabulary, com

prehension, and speed of reading predicted 31 percent of the variability in
GPA.

However, Schoenberg (1969) examined the relationship between remedial

instruction and subsequent grades from English courses in which students
should have been required to use their reading ability.

He found no signifi

cant difference in English grades before instruction and those one semester
following instruction.
This review of literature indicates that although reading achievement
and GPA are highly correlated, the potential for students to increase their
GPAs following remedial instruction is related to their increase in reading
achievement during remedial instruction, the dependency of their coursework
on reading ability, and their having average or higher intelligence.
Absences
There is minimal research reporting the effect of remedial reading in
struction on students' school attendance.

However, the reported research

indicates that attendance improves while students participate in a remedial
reading program (Carton, 1967; ESEA Title 1 , 1969; Kruger, 1971).
ism is often a forerunner of truancy.

Absentee

Students who drop out of school usu

ally have a higher number of absences the year before they drop out than
those students who stay in school (Fader, 1976).
Disciplinary Problems
No research was found to relate remedial reading instruction to class
cuts or suspensions.

However, some reported research analyzed the relation

ship between reading achievement and dropouts.

Because class cuts are a

preliminary indication of the student's potential for dropping out of school
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and suspensions could be considered temporary dropouts, research relating
remedial reading instruction and school dropouts is relevant to include in
this review of literature.

At Red River High School, a class cut indicates

that although a student was in school he failed to attend a specific class.
When a student accumulates three class cuts, in any one class, he is removed
from that class.

If his class load is reduced below three classes during a

semester, he is not considered a full-time student and is suspended for the
semester.
ary

Red River High School students may also be suspended for disciplin

actions.

A minor offense results in a three-day suspension and a major

offense in a five-day suspension.
Karlin (1969) reports Penty's study that found close to 50 percent of
the students whose reading ability was in the 4th quartile, left school be
fore grade 12; while just over 14 percent in the 1st quartile of reading
achievement left school before graduation.

Penty interviewed the dropouts

six years later and found that in most cases they gave poor reading as the
cause of their leaving school.

Keppel (1964) found that 45 percent of

secondary school dropouts are reading at sixth grade level or lower.
In a remedial reading program for school dropouts, Hakkarainen (1967)
found that those who participated regularly made significant gains in read
ing achievement.

However, turnover rates and irregular attendance were

typical of many participants.

The students' greatest benefits from the pro

gram were increased reading ability and improved attitudes.

The teachers

judged that about 25 percent of the students improved markedly in basic
skills.

Another remedial reading program retained all but one of 12 tenth

grade students who were on the verge of dropping out of school and who were
reading at approximately the sixth grade level (Dramer, 1971).

By incorpora

ting listening, speaking, and writing skills, a remedial reading program
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can potentially reduce the number of dropouts and increase student enthusiasm
for reading and learning (Scott, 1970).
Two studies report the effects of remedial reading programs on stu
dents entering college and remaining in college.

Griffin (1968) found that

a summer program emphasizing reading and study skills was not effective in
reducing the number of withdrawals from courses during the freshman year. In
another pre-college, summer reading program, Gelfand (1972) found that gained
scores on a reading achievement test and a study habits test could be used
to predict which of the remedial program students would be accepted into a
regular college program.
This review of research indicates a high correlation between reading
achievement and students' potential for staying in school.

It further ap

pears that remedial reading programs are likely to retain students in school.
The reported research implies students' class cuts and suspensions will
decrease during participation in a remedial reading program.
Student Attitudes Toward School and Reading
In popular textbooks, many reading specialists report a correlation
between achievement in reading and a positive attitude toward reading (De
cant, 1973; Harris and Smith, 1972; Harris, 1970; Karlin, 1972).
ment in reading is also related to broad reading interests.

Achieve

Although males

and females indicate different reading interests, these preferences appear
to be influenced by the student's sex rather than by his reading ability or
intelligence.

Boys prefer stories with suspense, excitement, humor, adven

ture, and action; whereas girls prefer books with love, sadness, domesticity,
and mystery (Karlin, 1969).
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Not only do students' attitudes contribute to reading achievement, but
also their parents' attitudes affect students' achievement.

In an analysis

of three studies relating parents' attitudes to students' reading achievement,
Karlin (1969) offers the following observations:
1.

Dropouts who have low reading achievement come from less stable
and lower socio-economic homes than successful high school
graduates.

2.

Parents of successful readers show interest in reading activities,
books, and school work; and they build solid family relationships.

3.

Parents of unsuccessful male readers express significantly more
negative attitudes than parents of successful students.

Several studies have investigated the effects of a remedial reading
program on students' attitudes toward school and reading.

Orr (1973)

analyzed the effects of an individualized reading program on remedial junior
high school students' attitudes toward reading and school.

He found by

means of an attitude survey that students in an individualized reading program
did not show a significant positive change in attitude toward school; however,
there was a significant correlation between reading success and positive
change in attitude.

In the same study, females and younger students showed

the greatest improvement in reading and in attitude toward reading.

In one

study, although attitudes toward school changed negligibly following stu
dents' participation in a remedial reading program, there was a positive
change in students' attitudes toward the specific area of reading (Vincent,
1967).

Hanson (1972) found that he was able to change students' attitudes

toward school-oriented reading but he was unable to change out-of-school
reading habits.

Schmidt (1970) found it was necessary to have the cooperation

of both teachers and parents to develop a student commitment to pursue read
ing activities not assigned in school.

Girls responded positively to only
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the teacher's encouragement but boys needed the extra reinforcement of encour
agement from both teachers and parents.

Neither girls nor boys responded

positively to only the parents' encouragement.

Two studies indicated that

students' attitudes toward reading were less positive at the end of the pro
gram (An Evaluation o f , 1972; Emans, 1966).

This fact probably indicates

that the methods and materials of the reading programs were not appropriate
for the students involved.
The reported research indicates that pretest and posttest scores on
attitude surveys often do not indicate a significant difference in students'
attitudes toward reading and school (Dillner, 1971; Lurie, 1972).

Neither do

structured teacher ratings often indicate changes in students' attitudes and
behaviors following remedial instruction.

However, informal comments from

teachers, parents, and students indicate positive changes in students' atti
tudes toward school and learning (Robbins, 1967).

Other research corroborat

ing these findings from teachers', students', and parents' questionnaires
or informal comments are reported (Carton, 1967; Ellis and Rintoul, 1971;
Evaluation of the, 1968; Hakkarainen, 1967; Kruger, 1971; Model Programs:
Compensatory, 1972).
In addition to changing students' attitudes toward school and reading,
remedial reading programs feature small classes to which students respond
favorably.

Smith (1967) reported a significant positive difference in per

sonality adjustment after students participated in remedial reading classes
of 15 to 20 students.

Other corroborating research is reported (Dramer,

1971; Model Programs:

Reading.

Summer, 1971).

Carver (1971), who compared

methods of teaching remedial students, found that reading improvement does
not result from any single method of instruction.

The atmosphere of approval
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and the students' experience of success within the remedial setting are the
important factors that alter students' attitudes and motivation.
Some studies concern remedial reading programs in conjunction with other
remedial instruction.

For example, Hogan (1970) describes a tutorial remedi

al reading and mathematics program for 16-year-old boys.

After graduation

from high school, 82 percent of the tutored group and only 16 percent of the
control group entered college.

Hogan concludes that remedial programs may

have a discernible effect on students' subsequent educational accomplishments.
Teachers' attitudes are also affected by contact with reading programs.
After they teach reading skills to their students, secondary teachers develop
more favorable attitudes toward reading and gain an understanding of the
specific reading and study skills needed in their own content area (Dramer, 1971).
This review of literature indicates that students' attitudes are re
lated to reading achievement.

The fact that parents influence their chil

dren's attitudes subsequently affects students' reading achievement.

Coopera

tion between parents and teachers is necessary to effect a change in stu
dents' attitudes.

Although objective measures are not supportive, subjective

comments from teachers and students indicate that students' attitudes are
more positive following remedial instruction.

The individual attention that

students receive in remedial reading programs is a vital factor in changing
students' attitudes.
Student Perceptions of Remedial Instruction
Students usually respond favorably to questions concerning participa
tion in a remedial reading program.

One survey of 33 graduates of high

school reading classes evaluated students' personal, academic, and vocational
adjustment following remedial instruction (Newman, 1969).

The majority
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reported that they received higher grades, spent more time studying, exhibited
more effort and interest in school, and participated in more classroom dis
cussions.

The students also indicated they gained better comprehension of

text materials, improved the quality of homework assignments and gave greater
prestige to a high school diploma.

Another study concerned seventh graders

in a San Francisco remedial reading program (McCormick, 1969).

The students,

who had received remedial instruction three hours a day for seven months and
who had made two years progress on an oral reading test, responded that the
reading instruction increased their comprehension, improved their grades in
other classes, expanded their reading volume and interests, and facilitated
their use of specific reading skills.
In addition to identifying specific benefits of remedial instruction,
students respond favorably to global aspects of the programs.

Students

highly rate the individual instruction and special attention they receive in
a remedial reading program (Hakkarainen, 1967); and they often suggest that
remedial reading programs be continued or even be required for other stu
dents (Sargent, 1970).
Schwyhart (1967) reports one of the most interesting studies of stu
dents' perceptions of remedial instruction.

He found that although almost

all ninth graders in a remedial reading program felt their reading had im
proved, only a little over one-half of the students' test scores indicated
reading progress.

The results of this study suggest that students perceive

positive benefits from remedial instruction which either are not or cannot
be ascertained by available assessment instruments.
This review of literature indicates that students believe that remedial
instruction improves their school-related reading activities and increases
their interest and desire to read.

Remedial students respond favorably to
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the small size of remedial classes and to the individual attention they re
ceive.

Finally, even when test scores do not support students' perceptions,

most students indicate that reading skills improve during remedial reading
instruction.
Long-Term Effects of Remedial Reading
From the review of literature it was found that students improve their
reading skills and increase their rate of progress while participating in
remedial reading programs.

However, the long-term effects of remedial read

ing instruction that is provided for one year or less are not very positive.
Although students do not lose acquired reading skills, there is a marked de
crease in their rate of reading progress following remedial reading instruc
tion.

The rate of progress often reverts to a rate of growth equal to or be

low the rate before remedial instruction (Balow, 1965; Evans, 1972; Lunsford,
1970).

After returning to regular classes, students' rates of progress are

often less than their increase in chronological age.

With each passing year,

these students are thus slipping farther and farther behind their classmates
who are making average progress of one year reading achievement gains for
each year in school.

Five years after receiving remedial reading instruction

in elementary and junior high school, the same students are identified as
poor readers in high school (Muehl, 1973).
Reading achievement tests given subsequent to remedial instruction con
firm that students who receive remedial instruction continue to be poor
readers.

Three to five years following remedial instruction, Brightbill

(1971) found no significant differences in vocabulary or comprehension
achievement test scores between matched experimental and control students.
However, the students indicated on a questionnaire that the remedial
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instruction had been beneficial on both a short-term and a long-term basis.
Payne (1971) found greater reading achievement gains from pretest to post
test than from posttest to retest several months later.

He concluded, along

with Balow (1965), that remedial instruction is most effective for short-term
rather than long-term reading achievement gains.

Balow (1965) states that

remedial students' reading achievement gains are dependent on continued remedi
al reading instruction.

Payne (1971) suggests that many ancilliary factors,

such as the students' maturity, school experiences, and specific reading
skill practice, determine students' reading achievement gains following
remedial instruction.
Some of the reported long-term effects of remedial instruction are
limited to gains in specific reading skills.

Ross (1969) reported that gains

in word analysis skills were retained from two to three years.

The retained

gains that are most often reported are gains in reading speed.

Both secon

dary and college students retained acquired reading speed for five semesters
(Stebens and Beider, 1970; Payne, 1971).
Although reports of retained reading achievement gains are generally
negative, there are other indications of long-term gains from remedial read
ing instruction.

In an eight-year longitudinal study, prior remedial read

ing students and their age-mates fulfilled comparable educational and voca
tional roles although remedial students' progress was slower because most
had repeated one or more grades (Preston and Yarington, 1967).

College stu

dents who participated in a one semester remedial reading program pursued
more total semester hours and secured more quality (honor) points in succeed
ing semesters than nonparticipants (Payne, 1971).

Buerger (1966) found that

remedial boys reported fewer personal problems during the postremedial period
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than boys who did not receive remedial instruction.

He also found that al

though specific test scores and letter grades for courses did not indicate
significant improvement, both remedial boys and girls displayed overall
long-term educational progress.

In a study of students' evaluations five

years after they received remedial reading instruction, the students indi
cated that the remedial instruction had been helpful (Fiedler, 1972).

In the

same article, Fiedler found students' postremedial behaviors included owning
more books, reading books with more mature content, reading more parts of the
newspaper, and projecting augmented postgraduation plans.

She concludes

that remedial instruction influences students' behaviors that would not be
affected by regular instruction.
Because the long-term results of remedial'instruction has not always
been positive, researchers have analyzed factors that affect the outcomes
of remedial reading instruction.

Two observations have been discussed:

(1 ) the time when remedial instruction is initiated affects the success of
remedial instruction, and (2 ) the students' personality, age, and prior edu
cational experience also affects the results of remedial instruction.
Most reading authorities support initiating remedial reading instruc
tion as soon as students' reading difficulties are identified (Harris and
Smith, 1972; Bond and Tinker, 1967; Harris, 1970).

The earlier these diffi

culties are discovered and remediated the less likely the child will develop
ancilliary problems such as discipline and behavior problems, personal in
securities and degraded self-image, inadequate peer relationships, and in
sufficient knowledge of the content areas.

Remediation of older students'

reading deficiencies is more difficult than remediation of younger students'
reading deficiencies because older students have often developed ancilliary
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personal problems which are related to poor reading ability.

However, it

should never be considered "too late" to give remedial instruction.

Stebens

and Beider (1970) discuss five studies of college reading programs in which
gains in comprehension, vocabulary and/or speed were retained from 3 to 24
months following instruction.
Two doctoral studies identified factors that predict which students are
most likely to benefit from remedial reading programs.

They found a positive

correlation between improvement in reading and the following factors:

IQ,

verbal more than nonverbal; reading and arithmetic achievement level; listen
ing comprehension level; grade level; age; degree of disability; good school
attendance; and parental support of the remedial programs.

Further, a nega

tive correlation was found between reading improvement and the following fac
tors:

months of treatment, grades repeated prior to or during remediation,

sex (negative for girls), and emotional and social problems (Maginnis, 1968;
Bluestein, 1966).

Remedial reading instructors should consider these fac

tors when students are selected to participate in remedial reading programs.
This review of literature indicates that long-term effects of remedial
reading instruction are not generally positive.

However, most studies re

porting negative long-term effects are concerned with retained gains on
tests and other objective measures; other indications of long-term effects
of remedial reading are more positive.

Most reading experts indicate that

remedial instruction is most effective when instruction is begun as early
as possible and when students are carefully selected.
Criticism of Related Research
Reading experts criticize some of the research evaluating the effec
tiveness of remedial reading programs;

the evaluative tests, research
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methods, and reporting methods are often criticized.

Criticisms of the

evaluative tests include the following observations:
1.

Some students, because they are highly motivated, will always
score high on tests, even though their achievement is the same
or lower than other students; therefore, evaluation tests may
be assessing students' test taking abilities rather than their
achievement (Evans, 1972).

2.

Tests often evaluate the products of reading rather than the pro
cess of reading; therefore, tests may not be evaluating students'
actual progress in a remedial reading program (Fiedler, 1972).

3.

Tests often evaluate that which is easily measured, disregard
that which cannot be measured, and assume that which cannot be
measured is unimportant or does not exist.

To limit a particular test's effect on the evaluation of a remedial reading
program, several assessments should be made.

In this study, four different

evaluative instruments were used in addition to an analysis of data collected
from the students' permanent school files.
In addition to criticizing the evaluative tests that are used in re
search, some authorities criticize the research methods and the reporting
methods of other researchers.

Criticisms of the research methods include

the following observations:
1.

Test-retest studies often do not compute regression from the
mean and do not control for the effect of the pretest score
(Evans, 1972). In this study, both were considered.

2.

There is often no control group. In this study matched con
trol groups were used for comparison with the experimental
groups.

3.

In some studies, the experimental group does not have the
quality or quantity of instruction that is necessary to im
prove students' reading; an example is untrained physical
education instructors teaching reading skills (Briley, 1971).
In this study a brief summary of the experimental students'
reading instruction is included in Chapter IV.

4.

In selecting experimental students to be included in research
studies, sampling techniques are often inadequate (Silberberg
and Silberberg, 1968). In this study, all 1973-74 sophomore
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students in the remedial reading program were included in
the experimental groups and the method for choosing control
group students is reported in Chapter IV.
5.

Research emphasis is often placed on the evaluation of teaching
methods when it should be placed on students' reading improve
ment (Silberberg and Silberberg, 1968). In this study the ef
fects of the remedial reading program as a whole are analyzed,
not the relative value of the various teaching methods.

Additionally, criticisms of the methods of reporting results include the
following observations:
1.

In reporting mean gains, researchers often do not report the
number of students who actually improved (Evans, 1972). A small
percentage of experimental students may produce impressive mean
gains. However, only a few students may have actually improved.
In this report the number of students who actually scored higher
on ITED posttest is reported in addition to the ITED mean scores
for the experimental and control groups.

2.

Researchers tend to be biased in reporting only positive re
sults that reflect well on themselves (Silberberg and Silber
berg, 1968).

A final criticism of the reported research is that there are no controls
for too many-variables such as student-teacher relationships, students' and
teachers' attitudes, and the Hawthorne effect of new or special programs
(Evans, 1972).

After reviewing the wide range of criticisms of the reported

research, it appears that evaluations of remedial instruction must be care
fully designed to accomodate the complexity of the reading process and the
uniqueness of the remedial students.

CHAPTER IV
DESIGN AND METHOD OF THE STUDY
Chronologically, this study begins with the remedial reading instruc
tion that sophomore students received during the 1973-74 school year.

This

researcher, a teacher with a Master's degree in Reading and a North Dakota
Reading Credential, designed and directed the program; a state-certified
English teacher served as an instruction aide.

Two hundred dollars was pro

vided to buy materials; additional materials were borrowed from the school
district.
Description of the Remedial Instruction
A screening process identified prospective remedial sophomore students
who had lower ITED total reading achievement scores than could be expected
from their Lorge Thorndike nonverbal IQ scores.

Prospective students were

later interviewed and diagnostically evaluated.

The diagnostic tests in

cluded informal reading inventories, group reading diagnostic tests, indi
vidual reading diagnostic tests, auditory and visual acuity and perception
tests, and reading interest inventories.

Within the testing sequence, prior

test results determined subsequent diagnostic tests.
Because the students were screened before school began, the only in
dication of the students' social and emotional stability was inferred from
the comments, or more often lack of comments, in the students' permanent
school files.

However, students who were referred to the reading program
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by teachers and counselors later in the year tended to exhibit both reading
difficulties and disruptive behavior.

Students entered the reading program

voluntarily and received one-quarter English credit for each nine-week period
that they participated in the program.

Approximately 16 percent of the 1973-

74 sophomores participated in the reading program.
The reading program was organized as an individualized remedial program
with weekly student-teacher conferences in which assignments were given, daily
work reviewed and collected, decoding and comprehension skills introduced and
evaluated, vocabulary developed, and library reading discussed.

Based on the

diagnostic evaluation results and on the students' stated interests and needs,
goals were determined for each student at the beginning of the nine-week
grading periods.

At the end of each quarter the student's completion of his

goals determined his grade and the student had the option of returning to
a regular English class.

Continuous evaluation throughout the nine-week peri

od was recorded on anecdotal records and checklists.
Students, in groups of 10 to 14, came to the reading class which was
located in a small room within the school library.
a week for fifty minutes each day.

The classes met five days

Students were instructed on an individual

basis, in temporary small groups, and in occasional large group activities.
A wide range of current methods and materials for teaching reading
were used.

The students received instruction through synthetic phonics,

analytic phonics, basal readers, tracing and writing approaches, audio-visual
materials, high interest-low vocabulary books, linguistic approaches, pro
grammed materials, library resources, and the students' textbooks.

Teaching

methods and materials for students were determined by the students' diagnos
tic reading evaluations, the appropriateness of the material or method for
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the students, the success students experienced using the approach, and the
students' interest in the material or method.

Most frequently, a combination

of approaches and materials was used.
Population
In the
the study.

fall of 1975, a total
The experimental

of 98 senior students were chosen for

group consisted

ofstudents

who had participated

in the reading program as sophomores, and for whom the permanent school files
provided the necessary data for this study.

The experimental students were

divided into two subgroups, the WR group, those who participated in the read
ing program for a full year, and the PR group, those who participated for
only part of

a year.

The WR group consisted

boys; the PR

group consisted of 15 students,

of34 students, 22 girls and12
5 girls and 10 boys.

To provide a basis for comparison, control students were identified to
match each of the experimental students.

In selecting the control students,

four factors were considered:
1.

Student grade level

2.

Student sex

3.

Student national percentiles for the ITED total reading scores,
which were received from the school testing dated September,
1972

4.

Student Lorge-Thorndike nonverbal IQ scores, which were received
from the school testing dated September, 1970.

Using the above four criteria, a control student was identified to
match each student in the WR group.

This group of control students has been

named the WR-C group under the terms section in Chapter I.

All students in

the WR-C and WR groups were seniors and 33 of the 34 pairs were matched by
sex.

The WR-C group consisted of 21 girls and 13 boys.

38
The ITED total reading percentiles and Lorge Thorndike nonverbal IQ
scores for the two groups were matched.

The WR-C students' percentile scores

varied from seven points below to nine points above their matched WR partners'
scores.

The average ITED percentile variance of the WR-C students' scores

to their matched WR partners' scores was +1.29 percentile.

Lorge-Thorndike

nonverbal IQ scores for the WR-C group were compared with the scores for WR
group; the scores ranged from 12 points below to 16 points above their matched
WR partners' scores.

The average Lorge-Thorndike score variance of the WR-C

students' scores to the WR students' scores was -.44.
A similar procedure identified 15 students to be used as a control
group for the PR group.

This group has been named the PR-C group under the

terms section in Chapter I.

All PR and PR-C students were seniors and 13 of

the 15 pairs were matched by sex.

The PR-C group had seven girls and eight

boys.
The ITED total reading percentiles and Lorge-Thorndike nonverbal IQ
scores for the two groups were matched.

The PR-C students' scores varied

from three percentile points below to eight percentile points above their
matched PR students' scores.

The average percentile variance for PR-C stu

dents' scores to PR students' scores was +.13 percentile.

When Lorge-

Thorndi ke nonverbal IQ scores for the PR-C group were compared with the scores
for the PR group, the scores ranged from 14 points under to 10 points above
the matched PR partners' scores.

The average Lorge-Thorndike score variance

for the PR-C students' scores to PR students' scores was -.67.
Procedure
During the fall of 1975 the following information was obtained from
each student’s permanent school record:
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1.

Lorge-Thorndike IQ scores dated September, 1970, when the stu
dents were in the seventh grade.

2.

ITED/Assessment Survey reading subtest scores dated September,
1972, when the students were in the ninth grade.

3.

Grade point averages for the 9th, 10th, and 11th grades.

4.

Absences from school during the 9th, 10th, and 11th grades.

5.

Class cuts during the 11th grade.

6.

Suspensions during the 11th grade.

During the weeks of January 12

through January 23, the ITED/Assessment

Survey, form X-5, was administered to the experimental and control groups ac
cording to the directions in the Test Coordinator's Handbook.

The 40-minute

reading comprehension subtest was given one day; on a day later in the week,
the 15-minute vocabulary subtest and the Student Views Toward Reading atti
tude survey were administered.

All directions were read to the students who

took the tests either during their regular English class period or during a
free class period.

Students were told that they had been selected from the

senior class to participate in research being conducted on students' reading
achievement in high school.

Assured of confidentiality, they were told that

all test results would be explained to them upon request.

Before being given

the Student Views Toward Reading, students were told that it was an attitude
survey and that there were no right or wrong answers, just the student's own
feelings or opinions.

Directions for using the likert-scale response sheet

were written at the top of the student response sheet and were also read to
the students.

There was no time limit for the attitude survey.

During the week of February 9 through February 13, a graduate counsel
ing practicum student and the instructional aide in the reading program ad
ministered the Guy Reading Q-Sort.

Both test administrators were familiar
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to the students but were not associated with the experimental group's partici
pation in the reading program.

The test administrators had pretested the Q-

sort with current reading program students prior to administering it to the
experimental group.

In addition to students' reading the written directions,

the test administrator read the directions to the students.
cludes a copy of these directions.

Appendix B in

Students in groups of two to six took the

Guy Reading Q-sort during their regular English period or during a free class
period.
Limitations and Delimitations
This study is limited by the specific number of students who partici
pated in the program.

Although the students were from different socio

economic backgrounds, no attempt was made to control for socio-economic vari
ables.

All of the students were residents of Grand Forks, North Dakota, a

city of 40,000 within a metropolitan area of 60,000 people supported mainly
by surrounding farm land, small agriculturally-related industries, the Uni
versity of North Dakota, and the Grand Forks Air Force Base.

This study ex

amined only those students for whom the necessary data concerning grade point
averages, absences and standardized test scores was accessible.
The data that was obtained is limited by two circumstances:

(1)

that the teachers, counselors, and assistant principal were accurate in re
cording class cuts and suspensions, and (2 ) that the evaluative instruments
and data from the school files are sensitive measures of the kind and degree
of behavior change that students incur following remedial instruction.
Inasmuch as this study considers only one remedial reading program
during its first year in operation, the results are understandably affected
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by the methods and materials used in the program and by the interaction be
tween the students and instructors.

The results of this study are further

limited by the relatively short-term remedial instruction that is assumed to
overcome long-standing reading deficiencies.
Evaluative Instruments
In this study four evaluative instruments were used:

the reading sub

tests from the Iowa Test of Educational Development/Assessment Survey Form X-5
(ITED), the Lorge-Thorndike Intelligence Tests, the Student Views Toward Read
ing, and the Guy Reading Q-Sort.

Each of these instruments is described below

in detai 1 .
ITED
The reading subtests of the Iowa Test of Educational Development/
Assessment Survey, Form X-5 (ITED) are a measure of reading achievement.

In

addition to a total reading score, subtest scores are available for reading
comprehension and vocabulary.
tests and total reading score.

This study used standard scores for the sub
From the 1972 pretest administration of ITED,

the students' national percentiles for total reading scores were used for p a ir
ing the experimental and control groups.

The ITED, Form X-5, was first used

in 1972 after eight years of writing and selecting items, an equating study
in 1970 to assure similarity between reported scores and scores from older
forms of the ITED, and standardization in 1971 with 175,000 students from
public school districts stratified by size and geographic location.
The technical report accompanying the ITED indicates reliability
within grades to be .91; tests are slightly more reliable in grades 10, 11,
and 12 than in grade 9, and the composite score is more reliable than subtest
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scores (SRA Assessment Survey Technical, 1972). The standard error of measure
ment is thought to be greatest at the lower end of the standard-score scale,
not at the middle of the scale as is usually true when raw scores are used.
Content validity of the test is dependent on the use of the results
of the test (SRA Assessment Survey Technical, 1972).

In this study the results

of the test scores compare prereading and postreading achievement.

For pre

testing and posttesting it is desirable to have a reliable instrument that can
be administered before and after remedial reading instruction.

Used for this

purpose, the ITED is assumed to be valid.
Correlations between the ITED and both grade point averages and
scholastic aptitude tests support the criterion validity of the ITED.

Re

ported correlations between the ITED and cumulative grade point average are
.73 in grade 9, .66 in grade 10, .63 in grade 11, and .59 in grade 12.

Cor

relations with students' scores from the Short Test of Educational Ability,
a verbal measure of general ability, are .81 in grade 9

and .77 in grade 12

(SRA Assessment Survey Technical, 1972).
Although timed, the ITED is designed as a power test.

In grade nine,

89 percent of the students finish the comprehension subtest; 98 percent
finish the vocabulary subtest.

In grade 12, 87 percent finish the comprehen

sion subtest; 100 percent finish the vocabulary subtest (SRA Assessment Survey
Technical, 1972).

The standard score means and standard deviations of each

subtest and total reading scores for students in grades 9 and 12 are listed
below in Table 1.
Lorge-Thorndike Intelligence Tests
The Lorge-Thorndike Intelligence Tests are timed group intelligence
tests.

The tests are designed to be measures of abstract intelligence defined
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Table 1
Standard Score Means and Standard Deviations for ITED Subtests
Subtest

Mean

S.D.

9

Comprehension

12.5

5.1

9

Vocabulary

12.4

5.8

9

Total

12.4

4.8

12

Comprehension

17.4

6.1

12

Vocabulary

18.1

6.6

12

Total

17.4

6.1

Grade

as "the ability to work with ideas and the relationship among ideas."

(Tech-

nical Manual Lorge, 1966, p. 4).
The Lorge-Thorndike Intelligence Tests include both a verbal and non
verbal battery.
of five subtests:

Composed of only verbal items, the verbal battery consists
vocabulary, sentence completion, arithmetic reasoning,

verbal classification, and verbal analysis.

Containing items not dependent

upon reading ability, the nonverbal battery consists of three subtests:
pictorial classification, numerical relationships, and pictorial analogy.
Nine derived scores can be obtained but only three were used in this study:
verbal IQ, nonverbal IQ, and composite IQ.

The mean for all scores is 100;

the standard deviation is 16.
The norming population for the Lorge Thorndike Intelligence Tests
consisted of 171,000 students in grades 3 through 12 from a sample of United
States communities stratified on size, median family income, and median
education of adults in the community.

Alternate form reliabilities for each
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grade level range from .83 to .94 for the verbal battery and from,.80 to .90
for the nonverbal battery.
.90.

The reported odd-even reliabilities are all over

Correlations between the verbal and nonverbal batteries range from

.65 to .75 (Mehrens and Lehmann, 1969).
Three kinds of validity are discussed:

validity as representing (con

tent validity), validity as predicting (criterion validity), and validity as
signifying (construct validity).

The test is thought to measure abstract in

telligence as defined above because the items require the interpretation and
use of verbal, pictorial, diagramatic, and numerical symbols.
kinds of criterion validity is

presented:

Data on two

correlations with achievement

test scores range from .72 to .84, and correlations with students' average
grades two years later range from .39 (nonverbal) to .56 (verbal).

Finally,

construct validity is indicated by correlations with other intelligence test
scores ranging from the low .60's to the middle .80's (Mehrens and Lehmann,
1969).
Student Views Toward Reading
Student Views Toward Reading is a 70-item attitude survey developed
by Kennedy and Halinski (1975).

The construction of the instrument indi

cates evidence of construct and content validity.

Before the 70 items were

selected, secondary school students were asked to respond in writing to a
number of open-ended statements about reading.

Using the actual thoughts

and vocabulary from the secondary students' responses, a 90-item instrument
was designed.

Later information from factor analysis data and item correla

tions reduced the number of items to 70.
The instrument was administered to 977 midwestern secondary school
students, approximately half of whom signed their names, the other half did
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not, and all of whom indicated their sex, grade level, last grade in English,
and academic track:

remedial, regular, or accelerated.

In addition, in each

section where students signed their names, English teachers of these students
were asked to indicate the three students with the most positive attitudes
toward reading and the three with the least positive attitudes toward reading.
Analysis of the information indicated that responses to the Student Views To
ward Reading supported theoretical and researched opinions about student atti
tudes toward reading.
boys.

Girls scored higher on the attitude instrument than

Students with higher English grades scored higher on the attitude in

strument than those with lower English grades.

Students who were in an ac

celerated track scored higher than either the regular or remedial track stu
dents with the regular track students tending to score higher than remedial
track students.

Those students who were identified by teachers as having

the most positive attitudes scored at least one standard deviation higher than
those students identified as having the least positive attitudes toward read
ing.

Anonymity did not have any significant effect on the students' scores:

the mean for students who signed their papers was 180.5 (S.D. = 32.0), and
the mean for the anonymous group was 183.0 (S.D. = 31.8) (Kennedy and
Hal inski, 1975).
Internal consistency reliabilities using analysis of variance pro
cedures for the total norming population and subgroups were computed.
reliability was .94 for the total group, .91 for subgroups.

The

When the instru

ment was split into odd and even-numbered items, the correlation between the
two halves was .93 (Kennedy and Halinski, 1975).
of Student Views Toward Reading.

Appendix A contains a copy
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Guy Reading Q-Sort
The Guy Reading Q-Sort is an instrument to ascertain students' percep
tions of the benefits they received from participation in a remedial reading
program.

It contains 50 items, 10 items in each of the five subheadings:

School Success, Self-Perception of Reading Ability, Reading Habits, Related
Language Arts Skills and Perception of Future Impact.

The items were selected

after a review of the literature identified students' comments concerning
their participation in remedial or developmental reading programs (Blossom,
1973; Fiedler, 1972; Jekel, 1970; Booth, 1970; Uroff, 1972; Newman, 1969).
Three University of North Dakota reading specialists, Professor Clara Pederson,
Dr. Ruth Gallant, and Dr. Joseph Peterson, judged the instrument for content
validity.
The instrument was administered to small groups of three to six high
school students who are currently participating in the reading program and
are not included in the experimental group for this study.

These students

easily understood the directions and the Q-sort items.
Reliability of the instrument was checked by asking experimental
students to write what they thought were the greatest benefits of their par
ticipation in the remedial reading program.

After the Q-sort was administered,

the students' comments and the most positive Q-sort responses were compared.
Students chose as positive Q-sort responses those items that were closely
related to their comments.
The data from the school records and subsequent testing in January and
February, 1976, was processed through the University of North Dakota IBM
370/135 computer using the MSDCC and STWMULT programs.
statistical data is presented in the following chapter.

The analysis of the

CHAPTER V
PRESENTATION AND ANALYSIS OF THE DATA
This chapter presents the statistical analysis from the computer data.
The information under each subheading relates the data for each of the seven
hypotheses.
Hypothesis 1
In grade 12, there is no significant difference in the reading
achievement test scores between the experimental and control
groups when preexisting differences on the same test in grade 9
are controlled through covariance.
To test the first hypothesis, analysis of variance, analysis of covariance, and adjusted means were computed for the experimental and control
groups' ITED reading comprehension and vocabulary subtest scores and ITED
total reading scores.

In this section pretest refers to the students' 9th

grade ITED test results; posttest refers to the students' 12th grade ITED
test results.

Table 2 presents the data from the analysis of variance for

the experimental and control groups' posttest ITED reading comprehension
subtest scores.

There is no significant difference between the experimental

groups and control groups in the posttest ITED reading comprehension subtest
scores.

For all tables in this section an F value of 2.72 is necessary for

significance at the .05 level and an F value of 4.03 is necessary for sig
nificance at the .01 level.
Table 3 presents the data from the analysis of covariance for the ex
perimental and control groups' posttest ITED reading comprehension subtest
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Table 2
Analysis of Variance for the Posttest ITED Reading
Comprehension Subtest Scores
Source of
Variation

SS

MS

3

14.37

4.79

Within

94

1765.19

18.78

Total

97

1779.56

Among

df

F
.26

Table 3
Analysis of Covariance for the Posttest ITED Reading
Comprehension Subtest Scores Using the Pretest
Scores as the Covariate

Source of
Variation

SS

MS

3

17..86

5.95

Within

93

1539..40

16.55

Total

96

1557..26

Among

df

scores using the pretest scores as the covariate.

F
.36

There is no significant

difference between the experimental and control groups.
Table 4 presents the means for the experimental and control groups'
pretest and posttest ITED reading comprehension subtest scores and the ad
justed means for the posttest scores.

The differences in adjusted means be

tween the experimental groups and control groups are not significant.

The

difference in the adjusted means between the WR and WR-C and the adjusted
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Table 4
Means for the Pretest and Posttest ITED Reading
Comprehension Subtest Scores and Adjusted
Means for the Posttest Scores
WR
(N=34)

PR
(N=15)

WR-C
(N=34)

PR--C
(N=l15)

Pretest Means

10.97

10.27

11.18

11.07

Posttest Means

14.79

14.00

13.94

14.^17

Adjusted Posttest
Means

14.78

14.51

13.77

14.38

means between the PR and PR-C groups is not

significant.

Neither is the

difference between WR and PR groups' adjusted means significant.

Twenty-nine

of the 34 WR students scored higher on the posttest ITED reading comprehen
sion subtest than they scored on the pretest; 25 of the 34 WR-C students
scored higher, 12 of the 15 PR students scored higher; and 11 of the PR-C
students scored higher.
Table 5 presents the data from the analysis of variance for the experi
mental and control groups' posttest ITED reading vocabulary subtest scores.
There is no significant difference between the experimental and control
groups in the posttest ITED reading vocabulary subtest scores.
Table 6 presents the data from the analysis of covariance for the ex
perimental and control groups' posttest ITED reading vocabulary subtest
scores using the pretest scores as the covariate.

There is no significant

difference between the experimental and control groups.
Table 7 presents the means for the experimental and control groups'
pretest and posttest ITED reading vocabulary subtest scores.

The difference
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Table 5
Analysis of Variance for the Posttest ITED Reading
Vocabulary Subtest Scores
Source of
Variation

SS

df

MS

3

17.95

5.98

Within

94

1547.04

16.46

Total

97

1564.99

Among

F
.36

Table 6
Analysis of Covariance for the Posttest ITED Reading
Vocabulary Subtest Scores Using the Pretest
Scores as the Covariate
Source of
Variation

df

SS

MS

3

16.83

5.61

Within

93

1363.22

14.66

Total

96

1380.05

Among

F
.38

Table 7
Means for the Pretest and Posttest ITED Reading
Vocabulary Subtest Scores and Adjusted
Means for the Posttest Scores
WR
(N=34)

PR
(N=15)

WR-C
(N=34)

PR-C
(N-15)

Pretest Means

9.15

10.80

9.44

9.53

Posttest Means

16.18

16.53

16.26

15.13

Adjusted Posttest
Means

16.32

16.10

16.30

15.14
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between the adjusted means for the experimental groups and the control groups
is not significant.

The difference in the adjusted means between the WR and

WR-C groups is not significantly different than the difference between the
PR and PR-C groups.

Neither is the difference in adjusted means between

the WR and PR groups significant.

Thirty-three of the 34 WR students scored

higher on the posttest ITED vocabulary subtest than they scored on the pre
test; 33 of the 34 WR-C students scored higher; 14 of the 15 PR students
scored higher; and 11 of the 15 PR-C students scored higher.
Table 8 presents the data from the analysis of variance for the ex
perimental and control groups' posttest ITED total reading scores.

There is

no significant difference between the experimental and control groups' post
test ITED total reading scores.
Table 8
Analysis of Variance for the Posttest ITED
Total Reading Scores
Source of
Variation

SS

MS

3

3.86

1.29

Within

94

1257.18

13.37

Total

97

1261.04

Among

df

F

.10

Table 9 presents the data from the analysis of covariance for the experimental and control groups' posttest ITED total reading scores using the
pretest scores as the covariate .

There is no significant difference between

the experimental and control groups.
Table 10 presents the means for the experimental and control groups'
pretest and posttest ITED total reading scores and adjusted means for the
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Table 9
Analysis of Covariance for the Posttest ITED Total
Reading Scores Using the Pretest Scores
as the Covariate

Source of
Variation

SS

MS

3

6.80

2.27

Wi thi n

93

1038.43

11.17

Total

96

1045.23

df

Among

F

.20

Table 10
Means for the Pretest and Posttest ITED TotalReading Scores and Adjusted 'leans
for the Posttest Scores
WR
(N=34)

PR
(N=15)

WR-C
(N=34)

PR-C
(N=15)

Pretest Means

10.12

10.20

10.32

10.13

Posttest Means

14.85

14.73

14.41

14.47

Adjusted
Posttest Means

14.93

14.74

14.31

14.53

posttest scores.

The adjusted means for the experimental groups and for

the control groups are not significantly different.

The difference in WR and

WR-C adjusted means is not significantly different than the difference in PR
and PR-C groups adjusted means.

Neither is the difference in adjusted means

between the WR and PR groups significant.

Thirty of the 34 WR students had

higher posttest than pretest ITED total reading scores; 30 of the 34 WR-C
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students had higher posttest scores; 13 of the 15 PR students had higher
posttest scores; and 12 of the 15 PR-C students had higher posttest scores.
Hypothesis 2
In grade 11, there is no significant difference in grade point
averages between the experimental groups and the control groups
when preexisting differences in grade point averages in grade 9
are controlled through covariance.
To test the second hypothesis, computations determined analysis of
variance, analysis of covariance, and adjusted means for students' grade
point averages (GPAs).

Table 11 presents the data from the analysis of

variance for the experimental and control groups' GPAs in grade 10, the year
the experimental group participated in the reading program.

There is no sig

nificant difference between the experimental and control groups in 10 th grade
GPAs.
Table 11
Analysis of Variance for Students' GPAs in Grade 10

Source of
Variation

SS

MS

F

3

.37

. 12

.29

Within

94

39.02

.41

Total

97

39.39

Among

df

Table 12 presents the data from the analysis of variance for the
experimental and control groups' GPAs in grade 1 1 , the year following the experimental groups 1 participation in the reading program.

There is no signi fi

cant difference between the experimental and control groups in 11th grade GPAs.
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Table 12
Analysis of Variance for Students' GPAs in Grade 11
Source of
Variation

df

SS

MS

F

3

.51

.17

.34

Within

94

46.91

.49

Total

97

47.42

Among

Table 13 presents the data from the analysis of covariance for the
experimental and control groups' 11th grade GPAs using 9th grade GPAs as the
covariate.

There is no significant difference between the experimental and

control groups.
Table 13
Analysis of Covariance for Students' GPAs in Grade 11
Using GPAs in Grade 9 as the Covariate
Source of
Variation

SS

MS

F

3

.46

.15

.52

Within

93

27.60

.29

Total

96

28.06

Among

df

Table 14 presents the means for the students' 9th, 10th, and 11th
grade GPAs and the adjusted means for the 11th grade GPAs.
the mean GPAs are lower in grade 10 than in grade 9.

For all groups,

By grade 11, the mean

GPAs for all groups have risen to approximately their 9th grade level.
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Table 14
Means for Students' GPAs in Grades 9, 10, and 11
and the Adjusted Means for GPAs in Grade 11
WR
(N=34)

PR
(N=l5)

WR-C
(N=34)

PR-C
(N=l5)

Means for
Grade 9 GPA

2.34

2.30

2.42

2.30

Means for
Grade 10 GPA

2.23

2.07

2.12

2.15

Means for
Grade 11 GPA

2.36

2.31

2.46

2.52

Adjusted Means
for Grade 11 GPA

2.37

2.34

2.41

2.55

The differences between the experimental and control groups' GPAs
are not significant at any grade level.

The difference in 11th grade ad

justed mean GPAs between the PR and PR-C groups is not significantly dif
ferent than the difference in the adjusted mean GPAs between the WR and WR-C
groups.

Neither is the difference between the WR and PR groups significant.
Hypothesis 3

In grade 11, there is no significant difference in the number of
school absences between the experimental groups and control groups
when preexisting differences in students' 9th grade absences are
controlled through covariance.
To test the third hypothesis, computations determined analysis of
variance, analysis of covariance, and adjusted means for students' absences.
Table 15 presents the data for analysis of variance for the experimental and
control groups' absences in grade 10, the year the experimental group

56
Table 15
Analysis of Variance for Students' Absences
in Grade 10

Source of
Variation

df

SS

MS

3

370.01

123.33

Within

94

8959.62

95.31

Total

97

9329.63

Among

participated in the reading program.

F
1.29

There is no significant difference be

tween the experimental and control groups in the number of 10th grade ab
sences.
Table 16 presents the analysis of variance for the experimental and
control groups' absences in grade 11, the year following the experimental
groups' participation in the reading program.

There is no significant dif

ference between the experimental and control groups in the number of 11th
grade absences.
Table 16
Analysis of Variance for Students' Absences
in Grade 11

Source of
Variation

df

SS

MS

3

647.73

215.91

Within

94

14013.61

149.08

Total

97

14661.34

Among

F
1.44
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Table 17 presents the analysis of covariance for the experimental
and control groups' absences using ninth grade absences as the covariate.
There is no significant difference between the experimental and control
groups.
Table 17
Analysis of Covariance for Students' Absences
in Grade 11 Using Students' Absences
in Grade 9 as the Covariate

Source of
Variation
Among

df

SS

MS

3

484.30

161.43

Within

93

11370.95

122.27

Total

96

11855.25

F
1.32

Table 18 presents the means for the students' absences in the 9th,
10th, and 11th grades and the adjusted means for the 11th grade absences.
The mean number of absences for all groups increases from the 9th to the 10th
grade.

Also, the mean number of absences for all groups except the PR-C

group increases from the 10th to the 11th grade; the mean number of ab
sences for the PR-C group decreases to fewer absences than the mean number
of absences in the 9th grade.
The differences between the experimental and control groups'
mean number of absences are not significant at any grade level.

There is no

significant difference between the experimental and control groups' adjusted
mean number of absences.

The difference between the PR and PR-C groups'

adjusted means is not significantly different than the difference between
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Table 18
Means for Students' Absences in Grades 9, 10, and
11 and Adjusted Means for Students'
Absences in Grade 11

WR
(N=34)

PR
(N=l5)

WR-C
(N=34)

PR-C
(N=15)

9.72

5.76

6.57

7.63

Means for
Grade 10 Absences

13.31

9.17

10.21

8.17

Means for
Grade 11 Absences

14.78

11.60

12.25

6.93

Adjusted Means for
Grade 11 Absences

13.24

13.10

13.10

6.98

Means for
Grade 9 Absences

the WR and WR-C groups' adjusted means.

Neither is the difference between

the WR and PR groups significant.
Hypothesis 4
In grade 11, there is no significant difference in the number of
class cuts between the experimental and control groups.
To test the fourth hypothesis, computations determined analysis of
variance and means for the number of class cuts in grade 11, the year
following the experimental groups' participation in the reading program.
Table 19 presents the data from the analysis of variance for the experi
mental and control groups' number of 11th grade class cuts.

There is no

significant difference between the experimental groups and control groups
in the number of class cuts in grade 11, the only year for which data was
available.
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Table 19
Analysis of Variance for the Number of Class
Cuts in Grade 11
Source of
Variation

df

SS

MS

3

35.44

11.81

Within

94

1379.04

14.67

Total

97

1414.48

Among

F
.80

Table 20 presents the means for the number of students' class cuts in
grade 11.

The mean number of class cuts for the experimental groups is not

significantly different than for their corresponding control groups.

The

difference in mean number of class cuts between the WR and WR-C groups is
not significantly different than the difference between the PR and PR-C
groups.

Neither is the difference between the WR and PR groups significant.
Table 20
Means for the Number of Class Cuts in Grade 11
WR
(N=34)

Means for
Class Cuts

2.00

PR
(N=15)

2.80

WR-C
(N=34)

3.29

PR-C
(N=15)

3.40

Hypothesis 5
In grade 11, there is no significant difference in the number of
days students are suspended between the experimental groups and
control groups.
To test the fifth hypothesis, computations determined analysis of
variance and means for the number of days students were suspended in grade
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11, the year following the experimental groups' participation in the reading
program.

Table 21 presents the data from analysis of variance for the num

ber of days experimental and control group students were suspended.

There

is no significant difference between the experimental and control groups in
the number of days students were suspended in grade 11, the only year for
which data was available.
Table 21
Analysis of Variance for the Number of Days
Students Were Suspended in Grade 11
Source of
Variation

SS

MS

F

3

.68

.22

.10

Within

94

208.34

2.21

Total

97

209.02

Among

df

Table 22 presents the means for the number of days experimental and
control group students were suspended in grade 11.

The means for the number

of days students were suspended are not significantly different between the
experimental and their corresponding control groups.

The difference in means

for the number of. days suspended between the WR and WR-C groups is not sig
nificantly different than the difference between the PR and PR-C groups.
Neither is the difference between the WR and PR groups significant.
Hypothesis 6
In grade 12, there is no significant difference in attitudes toward
reading between the experimental groups and control groups.
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Table 22
Means for Number of Days Students Were
Suspended in Grade 11
WR
(N=34)
Means for
Days Suspended

PR
(N=15)

.32

.27

WR-C
(N=34)

PR-C
(N=15)

.41

.53

To test this hypothesis computations determined analysis of variance
and means for the scores on the Student Views Toward Reading survey. Table
23 presents the data from the analysis of variance for the experimental and
control groups' attitude survey scores.

There is no significant difference

between the experimental and control groups in students' attitude survey
scores.
Table 23
Analysis of Variance for the Students' Scores
on the Student Views Toward Reading
Source of
Variation

df

SS

MS

3

4157.99

1385.99

Within

94

73576.81

782.73

Total

97

77734.80

Among

F
1.77

Table 24 presents the students' mean scores on the Student Views Toward
Reading survey.

The mean scores for the control groups are not signifi cantly

different than the mean scores for their corresponding experimental groups.
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Table 24
Means for Students' Scores on the Student
Views Toward Reading Survey

Mean Scores

WR
(N=34)

PR
(N=15)

WR-C
(N= 34)

PR-C
(N=15)

161.80

162.53

176.00

163.33

The difference in mean scores on the attitude survey between the WR and WR-C
groups is not significantly different than the difference between the PR and
PR-C groups.

Neither is the difference in mean scores between the WR and

PR groups significant.
Hypothesis 7
The students who participated in the reading program do not per
ceive that the reading program affects their reading ability, read
ing habits and performance in school, or that it has an impact on
their future.
To test the seventh hypothesis, the means and standard deviations were
computed for each Q-sort item.

Correlations were determined between each

Q-sort item and the following variables:

reaching achievement; grade point

average; school absences; class cuts; suspensions; verbal, nonverbal and
total IQ; and attitude toward reading.
Table 25 presents the means and standard deviations for the students'
responses to each Q-sort item and the means and standard deviations for
students' responses to each group of Q-sort items.

The Q-sort items that

have the highest means are the items students selected as representing the
greatest benefits of their participation in the reading program.

The Q-sort

items that have the lowest means are the items students selected as represent
ing the least benefits of their participation in the reading program.
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Table

25

Means and Standard Deviations for the Guy Reading Q-Sort Items
Item
I.

School Success

Mean

S.D.

4.42

1 .65

5.47
1. I understand textbooks in other subjects better
4.96
2. I get better grades in school
5.09
3. I do better on tests
3.83b
4. I like school better
4.43
5. I enjoy my classes more
5.47
6. I read more of the assigned school work
3.43b
7. I am absent less often
3.70b
8. I am in more extra-curricular activities
4.04
9. I like my teachers better
3.77b
10. My teachers like me better
5.58
T I T Self Perception of Reading Ability
5.79a
11. I enjoy reading more
6.51a
12. I am a better reader
5.21
13. I can read more difficult books
6.04a
14. I am more confident of my reading ability
5.38
15. I can read aloud better
6.96a
16. I better understand what I read
17. I can better pick out books that I will read
5.66
and enjoy
5.98a
18. I can sound out words more easily
3.68b
19. My friends think that I am a better reader
4.62
20. My parents think that I am a better reader
4.79
III. Reading Habits
6.26a
21. I read the newspaper more often
3.79b
22. I choose "thicker," or longer books to read
5.47
23. I read more different kinds of books
3.55b
24. I spend more time reading in the school library
3.68b
25. I get more books from the school library
3.94
26. I go to the public library more often
4.43
27. I read aloud more often
5.55
28. I read more outside of school
5.09
29. I read for longer periods of time
6.15a
30. I read more than I used to read
5.18
IV. Related Language/Arts Skills
5.62a
31. I complete more of my assigned work
5.62a
32. I write better papers for school assignments
5.38
33. I can spell better
6.87a
34. I know the meaning of more words
3.51b
35. I play word games, like "Scrabble," more often
5.43
36. I use a dictionary more often
5.45
37. I use reference books more often
5.43
38. I use better grammar when I speak or write
5.21
39. I enjoy discussing what I've read more
3.28b
40. I do crossword puzzles more often
5.04
V. Perception of'Future Impact
41. I am more likely to get better scores on job
5.34
or school entrance tests
5.43
42. I am more likely to be successful in school
43. I am more likely to continue my education after
5.02
high school
4.72
44. I am more likely to graduate from high school
4.00
45. I am more likely to list "reading" as a hobby
4.49
46. I am more likely to take another course in reading
47. I am more likely to read newspapers, books, and
6.49a
magazines in the future
48. I am more likely to recommend the reading program
4.98
at Red River High School to my friends
49. I am more likely to recommend that all high school
5.00
students take a course in reading
50. I will be more likely to try harder to do better
4.98
in school
identifies the II Q-sort items that have the highest means.
^Identifies the 10 Q-sort items that have the lowest means.

1.74
1.79
1.61
1.39
1.69
1.61
1.60
1 .67
1.65
1.72
1 ./I
1.84
1 .67
1.76
1.74
2.21
1 .78
1.51
1 .92
1.14
1.51
1.69
1.47
1.57
1.57
1 .41
1.24
1 .87
1.98
1 .95
1 .78
2.05
1 .84
1.61
1.66
2.37
1.85
1.72
2.02
1.57
2.36
1.72
1.54
1.94
1.88
1.46
2.02
2.45
2.25
2.12
1.83
1.98
1.67
1 .73
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The Q-sort item, "I better understand what I read," has the highest
mean; the Q-sort item, "I do crossword puzzles more often," has the lowest
mean.

The groups of Q-sort items with their means in descending order are

Self-Perception of Reading Ability, Related Language Arts Skills, Percep
tion of Future Impact, Reading Habits, and School Success.

Five of the

eleven Q-sort items that have the highest means are located in Self-Perception
of Reading Ability, three in Related Language Arts Skills, two in Reading
Habits, one in Perception of Future Impact, and none in School Success.
Four of the ten Q-sort items that have the lowest means are located in
School Success, three in Reading Habits, two in Related Language Arts Skills,
one in Self-Perception of Reading Ability, and none in Perception of Future
Impact.
Within each group, the students' most positive and most negative
responses can be determined by the means of the Q-sort items.

Within the

group School Success, "I understand textbooks in other subjects better"
has the highest mean; "I am absent less often" has the lowest mean.

Within

the group Self-Perception of Reading Ability, "I better understand what I
read" has the highest mean; "My friends think that I am a better reader"
has the lowest mean.

Within the group Reading Habits, "I read the newspaper

more often" has the highest mean, "I spend more time reading in the school
library" has the lowest mean.

Within the group Related Language Arts Skills,

"I know the meaning of more words" has the highest mean; "I do crossword
puzzles more often" has the lowest mean.

Finally, within the group Percep

tion of Future Impact, "I am more likely to read newspapers, books, and
magazines in the future" has the highest mean; "I am more likely to list
reading as a hobby" has the lowest mean.
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Correlations between the Q-sort items and the students' school-related
behavior variables were computed.

Table 26 presents the significant positive

correlations between Q-sort items and the students' school-related behavior
variables; Table 27 presents the significant negative correlations.
are significant correlations (_r = .28, £

.05; r_ = .37, £

There

.01) between the

school-related behavior variables and 33 of the 50 Q-sort items; 20 Q-sort
items have positive correlations with the behavior variables; 22 Q-sort items
have negative correlations; and 8 Q-sort items have both positive and negative
correlations.

Item 26, "I go to the library more often" and item 44, "I

am more likely to graduate from high school," each correlate significantly
with six behavior variables, more significant correlations than any other
Q-sort items.

Most of the negative correlations are between behavior vari

ables and Q-sort items in the group School Success, with the exception of
item 1, "I understand textbooks in other subjects better," which has a posi
tive correlation with three behavior variables.

Most of the positive correla

tions are between behavior variables and Q-sort items in the group Perception
of Future Impact, with the exception of item 44, "I am more likely to graduate
from high school," which has a negative correlation with five behavior vari
ables.
In an analysis of significant correlations between Q-sort items and
IQ variables, Q-sort item 26, "I go to the public library more often," and
item 43, "I am more likely to continue my education after high school," each
have a positive correlation with two of the IQ variables.

Although no Q-sort

item has a negative correlation with more than one IQ variable, item 8, "I
am in more extra-curricular activities," and item 30, "I read more than I
used to read," each has a highly significant negative correlation (£
with an IQ variable.

.01)
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Table

26

Positive Correlations Between Q-Sort Items and Students'
School-Related Behavior Variables
Variable

Q-Sort Items

Nonverbal IQ

1.
47.

Verbal IQ

13.
26.
43.

•
Total IQ

1.
26.
43.

ITED Pretest
Comprehension
ITED Pretest
Vocabulary

ITED Pretest
Total

ITED Posttest
Comprehension
ITED Posttest
Vocabulary

ITED Posttest
Total
Absences in Grade 9

r =

.29

£<.05

r =
r =
r=

.30
.30
.36

P <-05
£<■05
2. <.05

r =

.46

£<.01

r
r

=
=

.29
.35

£ < .05
£ < .05

L ~

.34

£ < .05

r =
r =

.47
.29

£<.01
£ < .05

r =

.33

p < .05

r

=

.30

£ < .05

r

=

.29

£ < .05

r =
r=
r=

.31
.37
.36

£ < .05
£ < .05
£<.05

r =
r =

.29
.38

£ < .05
£<■01

I am a better reader
I can read more difficult books
I go to the public library more often
I enjoy discussing what I've read more
I am more likely to list reading as a hobby
I enjoy discussing what I've read more
I am more likely to list readinq as a hobby
I use better grammar when I speak or write
I am more likely to get better scores on job or
school entrance tests

r =
r =
r =
r=
r =
r =
r=
r =

.34
.31
.33
.39
.41
.44
.40
.44

£<.05
£ < .05
£ < .05
£<.01
£<.01
£<•01
£<■01
£ < .01

r =

.30

£ < .05

I understand textbooks in other subjects better
I am more likely to read newspapers, books,
and maqazines in the future
I can read more difficult books
I go to the public library more often
I am more likely to continue my education
after high school
I understand textbooks in other subjects
better
I go to the public library more often
I am more likely to continue my education
after high school

I use reference books more often
1 am more likely to be successful in school
I am more likely to continue my education
after high school
46. I am more likely to take another course in
reading
47. I am more likely to read newspapers, books,
and magazines in the future
49. I am more likely to recommend that all high
school students take a course in reading
37. I use reference books more often
45. I am more likely to list reading as a hobby
47. I am more likely to read newspapers, books,
and magazines in the future
■“ 357" 1 enjoy discussing what I've read more
37.
42.
43.

T27
13.
26.
39.
45.
39.
45.
38.
41.

Correlation

Absences in Grade 10

38.

I use better grammar when I speak or write

r =

.34

£ < .05

Absences in Grade 11

I
I
I
I
I

r

GPA in Grade 9

7.
18.
37.
42.
44.

=
r =
r=
r=
r =

.34
.36
.33
.32
.31

£<.05
£<.05
£<.05
£ < .05
£ < .05

GPA in Grade 10

26.

I go to the public library more often

GPA in Grade 11

Class Cuts
Suspensions
Attitude

am absent less often
can sound-out words more easily
use reference books more often
am more likely to be successful in school
am more likely to graduate from high school

I can read more difficult books
I go to the public library more often
I am more likely to read newspapers, books, and
magazines in the future
“ 7 5 7 I play word games, like Scrabble, more- often
3. I do better on tests
13.
26.
47.

28.
45.

I read more outside of school
I am more likely to list readinq as a hobby

r =

.41

£<.01

r =
r =

.33
.41

£ < .05
£ < .01

r =
r =
L

.45
.29
.29

£ < .01
£ < .05
£ < .05

L ~

.30
.41

£<.05
£ < .01

=
r =
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Table

27

Negative Correlations Between Q-Sort Items and Students'
School-Related Behavior Variables
Variable

Q-Sort Items

Correlation

Nonverbal IQ

7.
8.
44.

I am absent less often
I am in more extra-curricular activities
I am more likely to graduate from high school

r = -.35
r = -.39
r = -.37

£<.05
£ < .01
£ C .05

Verbal IQ

30.
36.

I read more than I used to read
I use a dictionary more often

r
L

18.
19.
30.
2.
6.
9.
31.
30.
31.
40.
44.
2.
31.
44.

Total IQ

ITED Pretest
Comprehension

ITED Pretest
Vocabulary

ITED Pretest
Total
ITED Posttest
Comprehension
ITED Posttest
Vocabulary

ITED Posttest
Total

Absences in Grade 9
Absences in Grade 10

-.31
-.39

£ < .05
£<•01

I can sound-out words more easily
My friends think that I am a better reader
I read more than I used to read
I get better grades in school
I read more of the assigned school work
I like my teachers better
I complete more of my assigned work

r
r

=
“
=
=
=
=
=
=
=

-.29
-.30
-.35
-.28
-.30
-.28
-.32

£<
p<
£<
£<
£<
£<
£<

I
I
I
I
I
I
I

r=
r=
r=
r=
r=
r=
r=

-.39
-.29
-.31
-.38
-.31
-.44
-.37

p<.01
£ < .05
£ < .05
£<.01
£ < .05
£ < .01
£<. •01

I am in more extra-curricular activities

r = -.31

£ < .05

4.
8.
36.
44.
4.
8.
36.
44.

I
I
I
I
I
I
I
I

r

= -.40
r = -.37
r = -.31
r = -.39
r = -.33
r = -.37
r = -.28
r = -.34

p < .01
£ < .01
p < .05
£<.01
£ < .05
£ < .01
p < .05
£ < .05

4.
24.

I like school better
I spend more time reading in the school
library
I get more books from the school library
I use reference books more often

r

= -.29

£ < .05

r = -.30
r = -.34
L = -.38

£ < .05
p < .05
£ < .01

r
r

-.35
-.32
-.33
-.34
-.38

£ < .05
£ < .05
£ < .05
£<.05
£ < .01

r = -.31
r = -.28
r = -.30
r = -.35
r = -.35
L = -.35
L = -.30

£ < .05
p < .05
£ < .05
£ < .05
£<.05
£ < .05
£<.05

8.

25.
37.
Absences in Grade 11

24.

GPA in Grade 9

25.
26.
9.
38.
41.

GPA in Grade 10
GPA in Grade 11

Class Cuts
Suspensions

Attitude

35.
38.
7.
8.
35.
25.
2.
4.
5.
31.
40.

read more than I used to read
complete more of my assigned work
do crossword puzzles more often
am more likely to graduate from high school
get better grades in school
complete more of my assigned work
am more likely to graduate from high school

like school better
am in more extra-curricular activities
use a dictionary more often
am more likely to graduate from high school
like school better
am in more extra-curricular activities
use a dictionary more often
am more likely to graduate from high school

I spend more time reading in the school
1ibrary
I get more books from the school library
I go to the public library more often
I like my teachers better
I use better grammar when I speak or write
I am more likely to get better scores on job
or school entrance tests
I play word games like Scrabble more often
I use better grammar when I speak or write
I am absent less often
I am in more extra-curricular activities
I play word games like Scrabble more often
I get more books from the school library

r_

r
r

r
r

=
=
L =
r =
r=

.05
.05
.05
.05
.05
.05
.05

I get better grades in school
I like school better
I enjoy my classes more

r
r

= -.30
= -.29
r = -.29

£ < .05
p < .05
£ < .05

I complete more of my assigned work
I do crossword puzzles more often

r = -.33
r = -.32

£ < .05
£C.05
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In an analysis of the significant correlations between reading achieve
ment variables and Q-sort items, item 37, "I use reference books more often,"
item 39, "I enjoy discussing what I've read more," item 45, "I am more likely
to list reading as a hobby," and item 47, "I am more likely to read newspapers,
books, and magazines in the future," each have a positive correlation with
two or more reading achievement variables.

Item 2, "I get better grades in

school," item 4, "I like school better," item 8, "I am in more extra
curricular activities," item 31, "I complete more of my assigned work," item
36, "I use a dictionary more often," and item 44, "I am more likely to gradu
ate from high school," each have a negative correlation with two or more of
the reading achievement variables.
In an analysis of significant correlations between Q-sort items and
school absences variables, item 38, "I use better grammar when I speak or
write," has a positive correlation with two school absences variables. Item
24, "I spend more time reading in the school library," and item 25, "I get
more books from the school library," each has a negative correlation with
two school absences variables.
In an analysis of significant correlations between Q-sort items and
GPA variables, item 26, "I go to the public library more often," has a posi
tive correlation with two GPA variables.

Items 35, "I play word games like

Scrabble more often," and item 38, "I use better grammar when I speak or
write," each have a negative correlation with two GPA variables.

There is

only one variable for class cuts, attitudes toward reading, and suspensions;
the significant correlations between these variables and Q-sort items can
be identified from Tables 25 and 26.

CHAPTER VI
DISCUSSION, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
Chapter VI presents this researcher's conclusions to each of the origi
nal research questions.

The implications from this study are discussed and

recommendations are made for further research and for improving the reading
program at Red River High School.
Research Question 1
Are the students' reading achievement gains that are attained through
participation in a remedial reading program during their sophomore
year retained throughout high school?
From the results of the ITED posttest, it is not possible to distin
guish which students received remedial reading assistance during the sopho
more year.

This fact implies that reading achievement gains from students'

participation in a 10th grade remedial reading program are not retained
through the students' senior year in high school.
The review of reported research in Chapter III indicates that fac
tors such as students' personalities and behaviors influence students'
reading improvement during remedial instruction.
influenced the results of this study.

These factors may have also

To determine their influence, the

remedial students' reading improvement (post-ITED scores minus pre-ITED
scores) was correlated with the following variables:

IQ, GPA, school ab

sences, class cuts, suspensions, and attitude toward reading.
cant correlations are listed in Table 28.
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The signifi
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Table 28
Significant Correlations between Students' Reading
Improvement and School-Related Behavior Variables
School-Related Behavior
Variables

Correlation

Comprehension

Nonverbal IQ
Verbal IQ
Total IQ

r = .31
r = .36
r = .40

£ <: .05
p < .05
£ < .01

Vocabulary

9th Grade GPA

r = -. 34

£ < .05

Total

Nonverbal IQ
Verbal IQ
9th Grade Absences
10th Grade Absences
Attitude Toward Reading

r
r
r
r
r

ITED Subtest

=
=
=
=
=

.39
.41
.28
.30
.31

£<.01
£ < .01
£ < .05
£ < .05
£ < .05

All three IQ variables, nonverbal, verbal, and total IQ, have positive
significant correlations with remedial students' improved scores on the ITED
comprehension subtest; the nonverbal and verbal IQ variables have positive
significant correlations with students' ITED total reading scores; however,
none of the IQ variables correlated significantly with the students' im
proved scores on the ITED vocabulary subtest.

Students' ninth grade GPAs

and improved scores on the ITED vocabulary subtest are negatively corre
lated (£

.05).

Students' 9th and 10th grade absences and students' at-

tidues toward reading have positive significant correlations with students'
improved ITED total reading scores.
It appears that remedial students who achieve the greatest reading
improvement gains from 9th grade to 12th grade can be identified by the
following characteristies:

high IQs, low GPAs in the 9th grade, large
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numbers of absences in the 9th and 10th grades, and positive attitudes toward
reading in the 12th grade.

Bluestein (1966) and Maginnis (1968) support the

finding that students with higher IQs will gain greater reading achievement
following specific reading instruction than students with lower IQs.

It is

certainly logical that students with greater ability would be more likely to
improve their reading skills if they are given the opportunity.

Fiedler

(1972) supports the finding that remedial students' gains in reading achieve
ment and their attitudes toward reading are significantly correlated.

Again,

it is logical that remedial students who make the greatest gains in reading
achievement are the most likely to improve their attitudes toward reading.
It is difficult to explain one finding:

the significant positive

correlations between reading improvement and number of 9th and 10th grade
absences.

It is illogical that students who are not present to receive

remedial reading instruction are the students who achieve the greatest gains
in reading improvement.

However, Rider and Davidow (1970) found no correla

tion between the number of hours of remedial instruction and students'
gains in reading achievement.

Some influences affecting the correlation

between students' school absences and students' reading improvement may in
clude the answers to two questions:

(1) Did the students who have the

greatest number of school absences also have the lowest pretest reading
scores?

Bluestein (1966) and Maginnis (1968) indicate the students with

the lowest pretest scores will achieve the greatest gains in reading im
provement scores because statistical regression from the mean affects
extreme scores more than middle scores and because it is easier for students
to make greater reading improvements at lower reading levels.

(2) Did the
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individualized nature of the reading program effectively compensate for
students' absences?

An individualized reading program would allow each stu

dent to progress through an orderly development of reading skills which
would not necessarily be affected by students' school absences.

For some

experimental students who had been consistently absent throughout elementary
and junior high school the Red River reading program may have been their
first opportunity to systematically develop reading skills through continuous
progress instruction.
Generally, it may be concluded for this study that students' reading
gains are not retained for two years following short-term remedial reading
instruction of one year or less duration.

However, students' IQs and ninth

grade GPAs predict which students will achieve the greatest gains in reading
improvement following remedial instruction.

Also, students who achieve

the greatest gains in reading improvement express the most positive attitudes
toward reading.
Research Question 2
Does participation in a remedial reading program at the secondary
level affect students' general school-related behavior?
From the analysis of 10th and 11th grade GPA data, it is not possible
to distinguish which students received remedial instruction during the 10th
grade.

This fact implies that short-term remedial reading instruction of

one year or less duration does not sufficiently influence students' ac
complishments in other classes to affect their GPAs.

In order for remedial

reading to affect students' GPAs, the students' course work would have to
be consistently dependent on students' reading competency.

However, Pedrini and

Pedrini (1975) found that reading ability predicted only 31 percent of the
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variability in students' GPAs.

Another factor that may influence students'

GPAs is the self-fulfilling prophesy of students' and teachers' expectations.
Students' anticipation of low GPAs and teachers' expectations that students
will receive low GPAs may actualize in students continuing to receive low
GPAs regardless of their improved reading skills.

In addition, Early (1973)

found that teachers are increasingly relying less on activities that require
reading.

If students perceive that classroom activities do not require read

ing skills, they may not feel any pressure to improve their reading skills.
Therefore, students may perceive their GPAs as a relatively constant variable
over which improved reading skill has little or no effect.
From the analysis of the students' school absences, it, is not possible
to distinguish in either the 10th or 11th grade which students received
remedial instruction during their sophomore year.

This fact implies that

short-term remedial instruction of one year or less duration does not affect
students' school attendance.

The students' number of absences may be partly

determined by students' feelings of success or failure in school; the more
failure students experience, the greater their number of absences.

The stu

dents in this study received remedial instruction for only one hour each
day while they participated in regular classes for the remainder of the day.
It may be expecting too much to hope that the success students experience in
a one-hour remedial reading program for one year can overcome their relative
lack of success in the other three or four hours of classes each day and
their previous pattern of failure and absences from earlier school years.
Therefore, remedial students' number of absences is not likely to be affected
by their participation in a short-term remedial reading program of one year
or less duration.
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The analysis of data from students' 11th grade class cuts and suspensions
from school does not identify which students participated in a remedial read
ing program during the 10th grade.

This fact implies that short-term remedial

reading instruction of one year or less duration does not affect students'
class cuts or suspensions from school.

Once again, it may be expecting too

much to hope that one class, even if it is developing a basic skill, could
have such a great influence on students' lives so as to counteract nine pre
vious years of unsuccessful school experiences that contribute to their dis
ruptive behavior in school.
Finally, the analysis of data from the students' 12th grade responses
on the Student Views Toward Reading does not identify which students partici
pated in a remedial reading program during the 10th grade.

Fiedler (1972)

suggests that one year of successful reading experience cannot overcome the
many previous years of frustrating reading experiences; therefore, students
can not be expected to improve long-existing reading attitudes after only one
year of remedial instruction.

The mean attitude survey scores for all four

groups considered in this study are lower than the mean scores reported by
Kennedy and Hal inski (1975).

As a group, the experimental and control stu

dents in this study have lower than average reading achievement.

Kennedy

and Hal inski found that students with low reading achievement will score
low on the attitude survey.

It appears from the results of the statistical

analysis that both control and experimental students in this study tend to
have less positive attitudes toward reading than the general population of
high school students.
In the analysis of students' gained reading scores, GPAs, school ab
sences, class cuts, suspensions, and attitudes toward reading, there was no
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significant difference between students who received a full year of remedial
instruction (WR students) and students who received remedial instruction for
only part of the year (PR students).

As the teacher of these students, this

writer would expect the WR students to have greater overall success in
school.

By remaining in the reading program for a full year, the WR students

displayed greater desire to improve their reading deficiencies.

Also, PR

students who were referred to the reading program by teachers and counselors
exhibited more behavior and discipline problems than the WR students who were
selected primarily on the basis of test scores.

This writer would expect

that the PR students' behavior and discipline problems would interfere with
the positive effects of remedial instruction.
In an analysis of students' responses to the Q-sort and the statisti
cal data for the students' school-related behavior variables, it was found
in this study that students indicated that remedial instruction does not af
fect their academic success in other courses.

The statistical data from

GPAs, absences, class cuts, and suspensions from school supports students'
responses.

However, students indicated that remedial instruction improves

their reading ability although the statistical data from the achievement test
scores does not support the students' responses.
Since their responses to the Q-sort were subjective, the students'
responses may have been greater indications of their positive reaction to
the instructors than of their actual reading improvement.

Another possible

explanation for the inconsistency between Q-sort responses and test scores
is that the test instrument measuring reading improvement was not sensitive
to the kind or degree of changes in students' reading improvement.

Future

studies should develop more sensitive instruments to ascertain finer degrees
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of differences in students' behavior.

From the statistical data and stu

dents' responses to the Q-sort, it can be concluded for this study that stu
dents' school-related behaviors are not measured and/or affected by par
ticipation in a short-term remedial reading program.
Research Question 3
What benefits do students perceive from participation in a remedial
reading program?
The statistical analysis of the Q-sort data reveals that remedial stu
dents in this study chose the Q-sort item, "I better understand what I read,"
as representing the greatest benefit of remedial reading instruction; the
remedial students chose "I do crossword puzzles more often" as representing
the least benefit.

The group of Q-sort items that was consistently chosen

as representing the most positive benefits of remedial instruction was the
group Self-Perception of Reading Ability; 5 of the 11 Q-sort items that stu
dents chose as representing the most positive benefits of remedial instruction
are in the group Self-Perception of Reading Ability.

The group of Q-sort

items that was consistently chosen as representing the least positive bene
fits of remedial instruction was the group School Success; 4 of the 10
Q-sort items that students chose as representing the least positive benefits
of remedial instruction are in the group School Success.

On the Q-sort rating

scale students indicated that the greatest benefit of remedial instruction
is their improvement and increased enjoyment in reading.

Although all stu

dents in this study had improved posttest scores on at least one ITED sub
test, there was no significant difference between the experimental and con
trol groups' posttest reading scores.

Schwyhart (1967) supports this finding

that, although test scores do not indicate reading improvement, students be
lieve that their reading ability improves during remedial instruction.
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Future studies should investigate the possibility of unidentified factors
that affect students' perceptions of improved reading ability but are not
detected through reading achievement tests.
In an analysis of Q-sort items selected by students who achieved the
greatest gains in reading test scores, remedial students' reading improvement
(post-ITED scores minus pre-ITED scores) was correlated with each of the
Q-sort items.

The significant correlations are listed in Table 29 (r = .28,

£ < .0 5; r = .37, £ < 0 1 ) .

Q-sort item 36, "I use a dictionary more often,"

and Q-sort item 18, "I can sound-out words more easily," have significant
negative correlations with both the improved ITED comprehension subtest
scores and total reading scores.

Q-sort item 39, "I enjoy discussing what

I've read more," has significant positive correlations with both the improved
comprehension subtest scores and total reading scores.

This fact implies

that those students who make the greatest improvement in reading following
remedial instruction will indicate that as a result of remedial instruction
they gain increased enjoyment from discussing reading activities.

These

students also indicated that short-term remedial instruction does not affect
their use of the dictionary or their ability to sound-out words.
From the statistical analysis of the Q-sort data, it can be concluded
for this study that students perceive that their reading ability improves
while participating in a short-term remedial reading program of one year or
less in duration.

Further, students perceive that short-term remedial in

struction has little effect on their school-related behavior.

Finally,

remedial students who make the greatest gains in reading test scores perceive
that remedial instruction has increased their enjoyment of discussing read
ing activities.

The fact that the students' perceived improvement in reading
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Table 29
Sinnificant Correlations between Students'
Reading Improvement and Q-Sort Items
ITED Subtest

Q-Sort Item

Correlation

Comprehension

18.

I can sound-out words
more easily
I use a dictionary more
often
I enjoy discussina what
I've read more

r = -.29

jo < .05

r = -.32

£<

I enjoy reading more
I can read more diffi
cult books
I use reference books
more often
I am more 1i kely to get
better scores on job or
school entrance tests

r

Vocabulary

11.

13.
37.
41.

i

Total

A.
18.

r =

.35
.33

£_ < .05
£_< .05

o

.43

r = -.29

£<

.05

r

p_

.05

-.30

r - -.30
r
-.31

< .05
£ <1 .05

r = -.32

d

00

r “

p < .01

.46

p_< .01

1

r =

< .05

CO

I like school better
I can sound-out words
more easily
21 . I read the newspaper
more often
36. I use a dictionary more
often
39. I enjoy discussing what
I've read more

r =

A

39.

.05

V=>

36.
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is not identifiable in their reading test scores indicates that students per
ceive positive benefits from short-term remedial instruction which either
are not or cannot be determined by available assessment instruments.
Recommendations for Future Research
Some recommendations for future research should be presented.

First,

the 1973-74 remedial students' progress should be followed for several years
to assess their progress after high school.

When larger numbers of students

have participated in the Red River remedial reading program, the remedial
students' gained reading achievement and school behavior should be analyzed
on a stratified basis according to students' IQs, preremedial diagnostic
reading evaluations, and existing social and emotional problems.

A method

of continuous evaluation of students' progress in relation to the reading
program should be maintained to keep the reading program responsive to the
needs of students and teachers.
Investigations should be conducted on the possible presentations of
remedial instruction for the following purposes:

(1) to identify which

instructional methods and resources are the most effective; (2) to ascertain
ways in which reading instructors can assist teachers in developing stu
dents' content reading skills; and (3) to determine the format, organization,
and intensity of instruction that achieves the best results.

Finally,

future studies should attempt to develop instruments which are more sensitive
to the subtle changes in student behavior as a result of remedial instruction.
Recommendations for Improving the Red River
High School Reading Program
A new program in a school curriculum must begin small enough in scope
to be successful if it is to be wel1-received by the staff.

The 1973-74
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reading program at Red River was controversial in its beginning stages because
teachers assumed a larger than usual student-teacher ratio in order for the
reading program to have a 6:1 student-teacher ratio.

The teachers, adminis

trators, and students needed to see successful results from the reading pro
gram to justify the reading program's lower student-teacher ratio and the al
location of staffing funds for a reading instructor.

By the 1975-76 school

year, most of the Red River staff recognized the need for and success of the
remedial reading program.

Therefore, the first recommendation is to expand

the existing reading program to include both remedial and developmental read
ing instruction and to expand the remedial reading program to allow students
to participate for all three years in high school.

Secondary reading pro

grams should provide opportunities for all students to receive instruction
on a short-term and long-term basis.

Semester courses, or courses of shorter

duration, should be offered in critical reading skills, improving reading
comprehension, vocabulary development, improving reading speed, and recrea
tional reading.
Currently, the remedial students' greatest need is for additional com
pensatory reading and study skills instruction in their other classes.

Balow

(1965) concludes that remedial students will improve their reading skills
when compensatory instruction is continued.

However, most secondary

teachers are untrained to teach content reading skills.

School districts

attempt to improve teachers' skills in teaching reading by providing work
shops and inservice programs.

Teachers do not generally regard workshops

and inservice programs as being profitable; primarily because the programs
are conducted by people who are far removed from the everyday teaching of
high school students, and because the suggestions that are given cannot be
directly applied to each teachers' content area.
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From a teacher-acceptance viewpoint, the reading instructor within the
school should provide assistance in teaching reading skills to teachers on
a one-to-one basis.

The first contact between a content area teacher and

the reading instructor is best made through a discussion of one or two spec
ific students' reading difficulties.

The reading instructor who provides

this teacher-to-teacher assistance should be both knowledgeable of reading
theory and instructional methods and understanding of teachers' attitudes and
behaviors.

Therefore, the second recommendation is that one of the duties

of the reading instructor should be to assist other teachers in providing
for students' reading needs in the content areas.
Part of the reading instructor's working day should be devoted to
assisting teachers in preparing lesson plans, student assignments, and stu
dent evaluations that develop students' reading skills.

The reading in

structor should also help content area teachers in designing reading aids.
For example, all textbooks should be tape recorded and available for stu
dents through the audio-visual department; mini courses in how to read
specific textbooks should be conducted; and finally, study labs and student
tutors should be organized and available for students in all subject areas.
Remedial students should continue to be selected on the basis of test
scores, referrals from teachers and counselors, and student self-referral.
However, there should be greater flexibility in the kind of instruction
that is available for students.

Some students can work very successfully

in a relatively large reading class of approximately 15 to 20 students; other
students need smaller groups or completely individualized instruction; still
others require attention from several specialists.

In addition, the reading

program should be expanded to allow remedial students to receive reading
instruction throughout their years in high school.
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As the reader can see, the above recommendations necessitate additional
funds for materials and staff.
"better."

However, "more" and "larger" are not always

Secondary reading programs need to be well-defined by specifically

stated goals to be successful.

Ideally, there should be sufficient oppor

tunity for all students and all teachers to receive assistance from reading
instructors within their schools.
Discussion
The statistical data in this study does not identify positive student
behavior correlates of short-term remedial reading instruction.

However,

there are other factors that indicate positive benefits of the short-term
remedial reading instruction that the students received.
changes were evident on a student-to-student basis.

Student behavior

For instance, one stu

dent who had not done any of the assigned work in his regular English class,
transferred to the reading program and regularly completed his reading class
assignments.

Another student, who was reading at a second grade level,

successfully completed her goals for a nine week period and received a grade
of A; the first A she had ever received.

Two years later when the same stu

dent asked to be readmitted to the reading program, she stated that she wanted
to take a course in which she could be successful.

When another girl, who

was reading at a third grade level, entered the reading program, she would
not do any assigned work unless one of the instructors gave her reinforce
ment and encouragement every few minutes.

Later in the year, she regularly

completed her assignments with only one or two reinforcements during the
hour.

Many students informally indicated that they completely read their

first full-length book while they were in the reading program.

Still another

student, who could not orally give the sounds of the consonants, refused to
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attempt to say words that he did not know by sight.

Later in the year, this

student enthusiastically approached unfamiliar words, particularly long
words that he found in the newspaper.

These changes are difficult to docu

ment statistically; but, nevertheless, do occur and are supportive of con
tinuing secondary reading programs.
Because students often come to secondary reading classes with a variety
of emotional and social problems as well as reading deficiencies, the in
structors should provide an environment in which students feel secure in ad
mitting their reading difficulties.

During the first nine weeks in the read

ing program, students are often defensive of their reading ability even
though they have voluntarily entered the program.

Some of their defensive

ness is exhibited through disruptive classroom behavior, verbal attack on
the instructors, and poor performance on reading assignments.
comments like, "You'll never help me, others have tried."

Students make

For several weeks

one student began each day by saying, "I hate this class; I don't like you,
and I'm dropping the class."
I may come back tomorrow."

At the end of each hour he would say, "Well,
Throughout those first few weeks, the most impor

tant factor in a secondary remedial reading program is the relationship
that develops between the student and instructor.
In order to develop emotionally supportive student-teacher relation
ships, this researcher feels there are two organizational designs necessary
in remedial reading programs.

First, there should be a very low student-

teacher ratio, preferably about 6:1.
one adult working in the program.

Second, there should be more than

Because of the intense and constant indi

vidual assistance that is given in remedial reading programs, the instructors
need someone who thoroughly understands the situation to relieve some of
their own emotional anxiety.

However, there is nothing more gratifying
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than seeing a student perceive his own increase in reading achievement or
receiving an expression of a student's appreciation.
Students also need to see that reading can be useful.

There was no

one who worked harder in the reading program than a boy from Thailand who
had his reading assignments arranged around a driver's test booklet which
he was studying to pass the driver's test.
the National Lampoon or Mad Magazine.

Another student would only read

Undoubtedly, English teachers would

criticize the content of the magazines, but the student increased his basic
sight vocabulary tremendously in a very short period of time.

For many stu

dents conventional reading material must be put aside in favor of written
materials that already hold the students' interest.

By using a checklist

of developmental reading skills, such as Walter Barbe's skills, the reading
instructor can develop a systematic reading program using many different
kinds of written materials.

This researcher feels it is important for stu

dents to chart their progress so that the students have some concrete evi
dence of success.
Students also need to see that reading can be enjoyable.

Teachers

should serve as models of good reading behavior by occasionally reading
silently in the classroom while the students are reading and by reading aloud
to the students.

Since adolescence is a time during which students like to

learn about themselves, students should be encouraged to investigate their
interests and use this knowledge of themselves in choosing library books
or other reading materials.
Finally, this researcher believes that secondary compensatory programs,
such as remedial reading programs, need to be supplemented by differentiated
activities, assignments, and evaluations in all classes.

Some students will
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never sufficiently increase their reading ability to be able to read high
school textbooks.
"right to read."

These students have a "right to learn" as well as a
Secondary teachers in the content areas must be made aware

not only of students' reading abilities, but also of educational approaches
they can use to develop students' reading skills or supplement students'
knowledge through other media.

Teachers will need to be approached by read

ing specialists in a nonthreatening and personal manner and they will need
to see evidence that the extra time and effort involved in teaching for im
proved reading skills is effective and worthwhile.
Students will continue to graduate from high school without sufficient
reading skills to function in society; secondary remedial reading programs
will continue to be criticized for lack of statistical evidence of success;
and teachers and students will continue to believe in the effect of remedial
instruction.

Many problems need to be solved in compensatory education,

but this researcher believes that human resources and dedication can convert
theoretical research into practical experience and actualize idealistic
goals into realistic accomplishments.
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STUDENT VIEWS TOWARD READING
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.

Reading is difficult for me.
I read only what I have to.
Reading helps me form opinions.
I would rather read than do anything else.
Authors seem to like words that are hard to understand.
I can forget my problems when I read.
It takes me a long time to read anything.
Reading broadens my imagination.
There are very few things that I find interesting to read.
Reading entertains me.
I dislike reading because most of the time I am being forced to read
I don't believe there is anyone more interested in reading than I am
I read too slow.
Reading has always been my favorite pasttime.
Reading gives me self-confidence.
It's hard to just sit and read.
Reading helps me find a better way to communicate with people.
I have very little trouble understanding what I read.
Reading is very important to me.
I don't care to take the time to read.
I can learn much about my future from reading.
I am a good reader.
I always finish what I start to read.
Reading broadens my mind.
Reading is easy.
I like to read and learn about people.
Reading bores me.
I usually do not understand what is happening in a story.
Reading keeps me informed.
Reading is a fun way of learning.
Reading is too complicated.
Reading improves my vocabulary.
I have never found an assigned reading to be boring.
I read a lot.
Reading helps me understand problems that other people have.
Reading just doesn't appeal to me.
Books are an artistic expression.
When I read I can't keep my mind on the subject.
I can't sit still long enough to read.
Reading turns me off.
Reading helps me understand my personal problems.
Reading stimulates thought.
I have yet to read anything which I did not find interesting.
I can learn much about my future from reading.
Reading helps me to identify with people I want to be like.
Reading is difficult because of those big words.
I am seldom in a mood to read.
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48. I like to read about other people's experiences in life.
49. I sometimes become a character in the book I am reading.
50. I get tired when I read.
51. When I read there are very few words I do not understand.
52. I like keeping up on new ideas.
53. Reading relaxes me.
54. Reading is a pleasant pasttime.
56. I have to read material over and over to get something out of it
56. I am a very fast reader.
57. By reading I meet people and places I have never met before.
58. I enjoy taking tests over what I read.
59. It's hard to get interested in reading things which are assigned
60. I read for hours at a time.
61. Whenever I have some free time I always read.
62. I hate to read.
63. I seldom get any new ideas from reading.
64. I am an avid reader.
65. Reading is always an exciting experience.
66. Reading takes too much concentration.
67. No one ever had to force me to read anything.
68. Reading helps you think about things in a new way.
69. I like to read.
70. All books are interesting.
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LIST OF Q-SORT ITEMS
I. School S u c c ess
1. I understand textbooks in
other subjects better
2 . I get better grades in school
3. I do better on tests
4. I like school better
5. I enjoy my classes more
6 . I read more of the assigned
school work
7. I am absent less often
8 . I am in more extra-curricular
activities
9. I like my teachers better
10. My teachers like me better
II.
11.
12.
13.
14.
15.
15.
17.
18.
19.
20.

Self-Perception of Reading Ability
I enjoy reading more
I am a better reader
I can read more difficult books
I am more confident of my reading
abi1ity
I can read aloud better
I better understand what I read
I can better pick out books that
I will read and enjoy
I can sound-out words more
easily
My friends think that I am a
better reader
My parents think that I am a
better reader

IIJ.__ Reading Habits
21. I read the newspaper more often
22. I choose "thicker," or longer
books to read
23. I read more different kinds of
books
24. I spend more time reading in the
school library
25. I get more books from the school
1ibrary
26. I go to the public library more
often
27. I read aloud more often
28. I read more outside of school
29. I read for longer periods of time
30. I read more than I used to read

IV.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.

Related Language Arts Ski 1 l_s_
I complete more of my assigned
work
I write better papers for
school assignments
I can spell better
I know the meaning of more
words
I play word games, like
Scrabble, more often
I use a dictionary more often
I use reference books more
often
I use better grammar when I
speak and write
I enjoy discussing what I've
read more
I do crossword puzzles more
often

V
Perception of Future Impact
4~1. I am more likely to get
better scores on job or
school entrance tests
42. I am more likely to be suc
cessful in school
43. I am more likely to continue
my education after high
school
44. I am more likely to graduate
from high school
45. I am more likely to list
reading as a hobby
46. I am more likely to take
another course in reading
47. I am more likely to read
newspapers, books, and
magazines
48. I am more likely to recommend
the reading program at Red
River High School to my
friends
49. I am more likely to recommend
that all high school students
take a course in reading
50. I will be more likely to try
harder to do better in school
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GUY READING Q-SDRT DIRECTIONS
You have received a stack of 50 cards, each with a printed statement on it.
As you read through the cards, decide which statements indicate benefits to
you as a result of your participation in the reading program.

I would like

you to arrange the cards into 9 stacks reflecting varying degrees of the
benefits that you feel were the result of your participation in the reading
program.

The cards in stack #1 will be those statements that you feel were

of little or no benefit to you as a result of your participation in the read
ing program; the cards in stacks #2— #8 will indicate greater and greater
benefits of your participation in the reading program; and the cards in stack
#9 will indicate what you feel are the greatest benefits of your participa
tion in the reading program.
T,

Begin by choosing those two statements that you feel indicate the greatest

benefits to you as a result of your participation in the reading program and
put them into stack #9 at the furthest right.

Then choose those two state

ments that you feel were of the least benefit or of no benefit to you and put
them into stack #1 at the furthest left.
2.

Next choose, from the stack of 46 remaining cards, the four statements

that you feel indicate the greatest benefits to you as a result of your par
ticipation in the reading program and put them into stack #8, just to the
left of stack #9 .

Now, from the remaining 42 statements, choose those four

statements that you feel were of the least benefit to you and put them into
stack #2, just to the right of stack #1.
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3.

Next, from the stack of 38 remaining cards, choose those six statements

that you feel indicate the greatest benefits to you as a result of your par
ticipation in the reading program and put them into stack #7, just to the
left of stack #8.

From the remaining stack of 32 cards, choose the six state

ments that you feel indicate the least benefits to you and put them into
stack #3, just to the right of stack #2.
4.

Next, from the remaining stack of 26 cards, choose the eight statements

that indicate the greatest benefits to you as a result of your participation
in the reading program and put them into stack #6, just to the left of stack
#7.

Then, from the remaining 18 cards, choose the eight statements that

indicate the least benefits to you and put them into stack #4, just to the
right of stack #3.
5.

Place the remaining 10 cards into stack #5 in between stacks #4 and #6.

Your cards should be distributed like the scale below:
Left
Stack

1

Number of
cards in
stack

2

Right

2

4

3

6

4

8

5

6

10

8

7

6

8

4

9

2
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